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The purpose of the study was to investigate the administrators, teachers, students
and support teams perceptions on the effectiveness of single-gender classes on student
academic performance, attendance, discipline, and teacher student support teams.
The study used both quantitative and qualitative data. Interviews focused on
four independent variables related to student behavior; academic performance,
attendance, discipline, and teacher-student support relationship. In addition, data were
gathered by conducting surveys of teachers and students perceptions in terms of
students in regards of academic performance, attendance, discipline, and teacher-student
support relationship. The sample population was 77 students and 16 teachers from one
school. The demographic variables for teachers were grade level, years of experience.
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and higher degree earned. Student demographic variables were age, gender, previous
school, and whether or not they attended summer school.
Pearson correlations indicated that there were no significant relationships among
teacher and student demographics and their perceptions of students’ academic
performance, attendance, discipline, and teacher-student support relationship. However
descriptive data, although not significant, showed that teachers tend to have higher
perceptions of the effectiveness of single-gender classes.
An analysis of variance (ANOVA) indicated that there is a significant difference
between teachers and students in regards to the effectiveness of single-gender classes in
term of teacher-student support relationship, F(92)=4.64, p=.034. However, further
observations of teachers and students indicated that they shared a neutral to somewhat
agreeable perception of the effectiveness of single-gender classes in terms of academic
performance, discipline, and attendance. Teachers tended to have higher mean,
although not significant, than students. Further analysis indicated that there was no
significant difference between male and female students in regards to the effectiveness
of single-gender classes. Both male and female students tended to share a neutral to
somewhat agreeable sentiment on the effectiveness of single-gender classes on
academic performance, discipline, attendance and teacher-student support relationship.
However, male students tended to have higher mean than females, although not
significant. The qualitative analysis of the interviews and written comments indicated
that administrators, teachers, support teams and students tended to favor single classes.
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The Problem in Context
Introduction of single-gender classes as a reform model in coeducational setup is
one ofmany factors influencing social organization of schools. The desire to support
classroom social organization including efforts to maintain discipline is originally heard
in historical arguments in favor of coeducation in certain schools. Early proponents of
coed schooling believed that the inclusion of girls in the classroom would help to reduce
boys’ rough behavior (Sadker & Sadker, 1994).
Today’s shift proposes that single-gender education now, is the most effective
way to manage classroom behavior, by eliminating distractions and peer pressure.
In the past, single-gender classes at coed schools were regarded a significant determinant
of boys’ educational progress. Research studies of the changeover from single to
coeducation have indicated no adverse effects on student academic achievement (Smith,
1989). Another study found girls was uncomfortable and perceived teachers gave more
attention to the boys during mathematics lesson in mixed-sex classrooms (Steinback &
Gwizdala, 1995). Learning takes place in social contexts both inside and outside the




Research by the American Association University ofWomen (AAUW) on single¬
gender bias reveals assumptions about learning styles and abilities based on sex persist in
today’s schools (Sadker & Sadker, 1994). Indeed, subjects such as physical education
and home economics represent long held beliefs that education should serve girls and
boys’ different skills and aspirations.
Low student academic achievement in coeducational classes in the areas ofmath,
science, reading, and writing is the major problem at the middle school on which this
study was based. Single-gender academy has been implemented as a reform model in
order to improve student academic achievement. In this study, the effectiveness of
single-gender education depends on administrative staff, teachers, students, and support
teams perceptions of how teacher demographics and student gender promote learning for
academic achievement.
Purpose of the Study
The purpose of the study was to investigate the effectiveness of single-gender
classes on student academic achievement, student discipline, student attendance, and
teacher-student support relations as perceived by administrators, support team, teachers,
and students. This study determined the extent to which administrators, teachers, support
team, and students perceive the relative effectiveness of single-gender and coeducational
classes on academic achievement, attendance, discipline, and teacher-student support
relations.
The sample participants were asked to judge the effectiveness of these two
organizational structures in terms of their likely impact on student academic performance.
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student discipline, student attendance, and teacher-student support relations. Minority
students from disadvantaged background need the strong support of peers and adults who
have similar cultural backgrounds to affirm their beliefs and traditions.
Girls’ and boys’ underachievement on standardized tests is a disturbing problem
facing a lot of coeducational middle schools in the nation (Young, 2001). Young cites
evidence of the academic gap in favor of girls over boys in the U.S. In an endeavor to
bridge the achievement gap, schools have considered the issue of single-gender versus
coeducational classrooms and gender-specific strategies as a possible approach to
improve the situation in order to make academic yearly progress (AYP) which is a
requirement imder the No Child Left Behind policy of the Bush administration. With the
current demands of the No Child Left Behind policy reaching culminating heights, many
middle schools nationwide have fallen victim to its demands by failing to make adequate
yearly progress. Many ofmiddle school students at this inner city middle school and
other middle schools are left behind in many coeducational settings.
Benefits from the Study
The results of the study could be beneficial to other middle schools in Georgia
since the outcome might help principals, executive directors and policy makers for
different school reform team (SRT) 1,2, 3, and 4 of the school systems in urban areas,
who are currently seeking knowledge on best behavior practices that promote students’
academic achievement.
The outcome might help teachers to modify their perceptions of girls and boys in
different gender context classes. There is gender bias in some coeducational classes .
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This study may influence teacher instmctional strategies in different gender context
classes. This study might show that single-gender classes can help with conflict
resolution, improve safety and contribute to a positive climate in the school. The study
might bring awareness to the policy makers on how they can design a curriculum that
suits single-gender classes.
Overall, the researcher would anticipate the outcome to promote student
achievement especially in math, science, writing and reading. Failure in student
academic achievement in coeducational classes at a particular southwest middle school of
a city school system in Atlanta, Georgia is a major problem. The school failed to make
academic yearly progress (AYP) in seven years. The school has been performing below
the state’s average scores on the Georgia Criterion-Referenced Competency Tests
(GCRCT) and other standardized tests. The data have been observed by school
community, central office personnel and other school stakeholders; hence the school has
been categorized as a needs improvement and is undergoing restructuring.
This offers parents the choice to transfer their children to high performing
schools; the school must provide external services to the students in order to promote
their performance in areas of reading, writing and math. The school is in an emergency
state and the restructuring process has been in effect since 2005 August. The school has
a new administration and teachers are attending workshops for professional growth in
order to find out best ways ofmaking AYP. The school mission is to make AYP and
produce students who will not need remediation in high school. Having the school in a
state of emergency has forced most staff members to transfer in fear of falling victim of
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accountability for students' failure. The researcher has seen this as another loophole that
does not promote student success. The major issue could be the social problems faced by
the students from low income community
The former administration, having observed some issues, hypothesized that single
gender organization of the school might be a solution to make AYP. More evidence for
the school to fail make AYP has been shown on 2004 scores. A 2004 adequate yearly
progress overview report for the school shows that the school met AYP criteria for test
participation and did not meet AYP criteria for academic performance. This school is in
needs improvement hence it has to offer supplemental services and implement
restructuring. Tables 1 and 2 provide evidence of percent of students who met and
exceeded standards on the GCRCT score report for 2000-2001 and 2001-2002 academic
years. The tables also show evidence of the school’s current problem of failing to make
AYP.
Table 1
GCRCTScore Reportfor the 2000-2001 Academic Year
Academic
Year School Rank Subject Grade
% of Standard
Met/exceed standards
2000-2001 461 Reading 6 59
2000-2001 504 Language Arts 6 32
2000-2001 457 Math 6 48
2000-2001 352 Reading 8 73
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Table 1 (continued)
Academic School % of Standard
Year Rank Subject Grade Met/exceed standards
2000-2001 406 Language Arts 8 44
2000-2001 389 Math 8 35
Table 2







2001-2002 464 Reading 6 64
2001-2002 502 L.Arts 6 46
2001-2002 438 Math 6 52
2001-2002 403 Reading 7 69
2001-2002 412 L.Arts 7 55
2001-2002 416 Math 7 44
2001-2002 370 Reading 8 69
2001-2002 410 L. Arts 8 52
2001-2002 378 Math 8 47
2001-2002 419 Science 8 48
2001-2002 413 Social Studies 8 68
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Table 3 reflects the 2005-2006 GCRCT score report for percent of students who
failed the test or met and exceeded standards.
Table 3










Language Arts 6 220 38.6 58.2 3.2
Reading 6 220 30.0 63.6 6.4
Math 6 220 72.3 26.8 0.9
Science 6 220 75.0 25.0 0.0
Social Studies 6 216 33.3 63.0 3.7
Language Arts 7 222 39.9 57.7 5.4
Reading 7 223 38.6 60.1 1.3
Math 7 223 43.9 48.9 7.2
Science 7 222 64.9 32.9 2.3
Social Studies 7 221 22.2 69.7 8.1
Language Arts 8 181 25.4 66.3 8.3
Reading 8 181 23.2 74.0 2.8
Math 8 181 47.0 47.7 5.5
Science 8 181 56.4 42.0 1.7
Social Studies 8 179 26.8 65.9 7.3
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The data show how the school has been ranked mainly at the bottom in the system
for almost all content areas, especially in math which is a determinant for making AYP.
The school has been trying to improve in reading and language arts but the percent of
student who met and exceeded standards was below the school system level. Hence there
is a need for a reform model to improve student academic performance in math and
science, the percent of students who met or exceeded minimum requirements has been
decreasing over the years, particularly in 2006. This is evidenced by 75 % of 6th grade
science students who failed to meet the minimum requirements.
Figure 1 shows a comparison of the school’s performance since 1999-2001.
During the 1999-2000 academic year, most of the students failed to meet the minimum
requirements except in reading, hence the school embarked on a reform program as an
urban learning center. Over the past five years, the school has been trying to bring in
outside services that will assist students to improve in the areas of math, reading and
science.
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Figure 1. A Comparison of the School’s Performance Since 1999-2001
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Figure 1. (continued)
In 2003, the school implemented the single-gender academy to 6'*’ grade students
under the leadership of the former principal. It is from this group of students that the
researcher intends to find out the impact of single-gender classes on student academic
performance, student discipline and attendance. The variables in the study, academic
performance, attendance and discipline can be identified within a school organization as
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shown in Figure 2. The school’s intention is to help all students to succeed so all roles in
the chart are functional to promote student performance.
Figure 2 reflects power utilization for supervision at each level in order to make
judgments on the effectiveness of teaching and learning process. The figure shows
accovmtability on all stakeholders involved in a school organization and the problem
location level of the study. Students are the major clients of the chart and their academic
performance may be influenced by teachers’ teaching methods. Students are the
consumers of teacher’ teaching strategies, hence teachers’ teaching strategies might
impact students ‘academic achievement. Socioeconomic status (SES) usually contributes
to students ‘academic achievement. Most students at this Middle school are from low
SES since they receive free and reduced lunch as evidenced by the location of the school.
In this study, SES is not going to be a major component variable to influence student
performance, discipline and attendance because there is no variation in student SES in
this school. They are all at the level of low SES. The organizational chart shows how
supervisors at every level participate in making decisions and judgments that affect their
subordinates’ performance of their prescribed role functions.
Supervision determines the extent to which participants in the school’s hierarchy
impact improvement in students’ learning process. Top down supervision power as
evidenced in an organizational chart, reflect the effectiveness ofjudgments that are
passed on every level in order to promote student academic performance, reduce student
discipline and increase student attendance at this middle school. Once there is a barrier at
one stage of the organization, this will impede the learning process.
12
Figure 2. Hierarchy Evaluation Process in a School Organization
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Teachers and the PTA participate in judging the effectiveness of the school
activities. The PTA and board members reflect the highest level in supervising the
school organization. Parents can not be alienated from the organization since they
participate in voting for the board members and assess the effectiveness of instructional
staff and administration through conferencing.
Special programs on the chart are installed to support the regular program for
students with disabilities. Supervision is conducted to determine the extent to which they
produce improvement in students’ learning process.
Justification for Single-Gender Classes
Few problems are more intractable for public education than properly serving the
needs ofmillions ofmiddle school students who are struggling to shape identities and
feelings of self worth in order to become responsible citizens through academic
achievement (Goodlad, 1997, 2000). A nation that is regarded to be on top of the world,
the U. S. needs to stabilize capital gains against competitive regions of the world. A
great number of research concluded that boys achieve better in coeducational settings
than in gender segregated settings (Dale, 1974).
Today a variety of studies comparing school achievement in single-sex schools
and mixed settings have shown that the results are not consistent (Hotter, 2004). Some
researchers do not find any differences between coeducational and single-sex schools,
either for boys or for girls (Marsh, Parker, & Barnes, 1988; Marsh 1989, 1991a). Others
find a positive effect on boys and girls achievement of single-sex schools (Riordan, 1985;
Lee & Bryk, 1986).
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The advantages of single-sex schools for girls have been confirmed in most of the
research (Carpenter, 1985; Lockheed & Lee, 1990). The researchers states that the
gender context of the school makes no difference for girls’ achievement, and Le Pore and
Warren (1997) find no significant effect for girls, but do show that boys benefit from a
single-sex setting. Some authors declare that gender context is not of any importance to
boys’ achievement. Others conclude that boys benefit from coeducation (Lockheed &
Lee, 1990).
Based on multiple research studies and collective perspectives, the authors
contend that the ability to help students connect to and flourish within their schools
depends on gender context of the school and caring adults (Bailey, 2003). Traditional
explanations for the effect of gender context on school achievement in middle school
education are founded on the specific stage of life of adolescents (Warrington &
Younger, 2003). Warrington et al. assert that an adolescent subculture is characterized by
physical attraction and heterosexual popularity. These outweigh academic achievement.
Adolescents’ status is determined by their popularity and not by their educational or
intellectual performance.
This situation intensifies in coeducational settings where social and romantic
association gets all the attention, hampering optimal intellectual development. Dale
(1971,1974) asserts that pupils in coeducational schools more than pupils in single-sex
schools judge the atmosphere at schools as enjoyable. At the same time the atmosphere
would be less academically oriented.
15
Another researcher (Riodan, 1985) confirms that boys and girls in coeducational
schools pay less attention to schoolwork and educational achievement than pupils in
single-sex schools do. Schneider (1988) asserts that mixed education promotes more
favorable academic attitudes than single-sex education.
Another line of thought by Wong, Lam, & Ho (2002) suggests that socioeconomic
status of the school, reasoning that when a group with certain attitudes or ideas dominates
at school, this group may determine the prevalent norms or attitudes. Various research
has demonstrated that boys are less motivated than girls and hold less positive attitudes
towards school than girls (Daley, 1994; Warrington, 2005). In another finding by
Kaufinan (1991), girls spend more time doing homework, display less disturbing
behavior in the classroom and play tmant less often.
Boys take a more laid back approach, work less hard and are distracted more
quickly (Warrington, 2005). The major question is whether the presence of girls or boys
affects the students’ study culture, reduce disciplinary issues and improve academic
achievement.
Research has demonstrated repeatedly that in general, girls out perform boys
academically. Houtte (2004) asserts that boys tend to achieve less than girls because
they experience a culture that is far less study orientated than the culture that girl’s
experience. It is paramount to establish whether the presence of girls at a middle school
may influence positively the boys’ study culture and whether this may have effects on
boys’ academic achievement in coed schools.
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Bullying being one of the impeding factors to student achievement in middle
school, research has shown that a bully needs to gain control over another. Bullies can
gain control over others through physical force, or threats, verbal teasing and exclusion
from peers on coed schools. Research has shown that boys engage in bullying more
frequently than girls (Nansel, 2001).
In most coed middle schools, connecting with a caring teacher who can help
direct their creative energy is critical for the success of disaffiliated boys and girls
(Bailey, 2003). Disaffiliation is lack of interest in school activities, lack of positive peer
relations and ultimate failure in one or more classes, deviant behavior resulting in
frequent referrals for disciplinary purposes.
Boys receive more deficiency notices on needs improvement notations and very
few commendable notations than girls do (Mael, 1998). The research identified five
critical needs for middle school boys. Boys cared deeply about friendships. They
expressed their need of a fnend who backs them up when they are in need of something.
They defined a friend as someone who stands when others decide to leave them. The
research findings revealed that boys are more afraid of loneliness than girls do. Close
friendship provide affirmation, belonging and assurance that there is someone who can be
trusted with innermost secrets . Coeducational settings are limited in their capacity to
accommodate the large differences in cognitive social developmental grovsih rates of
boys and girls between the ages of 12 and 16 (Rowe, 2000).
In some cases ,key adolescent years for single-sex settings better accommodate
the specific developmental needs of students. Sometimes girls’ settings seem to provide
17
girls a certain comfort level that helps them to develop greater self-confidence and
broaden interests, especially as they approach adolescence. Research by Riordan (1985a)
found that single-sex schools and classes promote less gender polarized attitudes toward
certain subjects, math, and science in the case of girls and language arts and foreign
languages in the case of boys. According to Riordan, single-sex schools help to improve
student achievement. Many countries overseas have significant student populations
enrolled in single-sex schools.
In Great Britain, the National Foundation for Educational Research examined
student performance data from 979 primary and 2.954 secondary schools. Among its
objectives was to test assertions that single-sex education can be beneficial for boys and
girls alike. The study concluded that girls’ schools help counter gender stereotyping in
subject choices. Girls in single-sex schools perform better than girls in coeducational
schools, regardless of socioeconomic and ability levels.
Boys with low prior academic achievement score slightly better on the General
Certificate of Secondary Education [GCSE] (a standardized test required for graduation)
in boys’ schools than in coed schools. Boys in single-sex grammar schools perform
better than those in coed grammar schools. These findings were concluded by Riodan
(1985).
Single-sex education has been the subject of increasing interest among researchers
and several major reports have detailed the ways in which all girl/boy learning
environments can be beneficial. The Goodman Research Group (2000) examined
outcomes at single-sex schools for boys and girls. The girls’ school alumnae were
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positive in their responses. Ninety-one percent cited preparation for college and
academic challenge as very good or excellent; 88% would repeat their girls’ school
experience; 83% perceived themselves to be better prepared for college than female
counterparts from co educational high schools; 93% agreed that girls’ schools provide
greater leadership opportunities than coed schools. Additionally, 80% had held
leadership positions since graduating from high school and 13% intended to major in
math or science, significantly more than females and males nationally (2% and 10%,
respectively). This study concluded that single-sex school settings have a greater
influence on career aspirations.
In another research, Rogers and Hallam (2006) stated that gender differences were
found in approaches to examination and study but not in approaches to coursework.
Boys reported doing less homework than the girls. Findings suggest that overall high
achieving boys have better studying strategies than high achieving girls. In a separate
study, boys receive a disproportionate share of teacher attention and that the more public
domain occupied by boys might lead to the adoption of alternative, more successful
learning strategies by girls.
There were suggestions that boys were lazy and unmotivated, although Hightower
(2003) found that boys valued coursework as much as girls and felt similarly under
pressure with regard to their studies. Previous research studies have shown the
complexities of underachievement of coeducational middle schools in the U. S. and other
regions of the world.
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Crisis in students’ under achievement on standardized tests places teacher-pupil
interactions at the center of debate (Francis, 2000). For example, most teachers believe
that they treat boys and girls equally but this is rarely achieved (Gray & Leith, 2004).
Younger and Warrington (1999) concluded that boys were reprimanded significantly
more often, received more teacher attention and had more questions directed at them than
girls. Other research findings suggest that girls ignore differential treatment and
generally believe that teachers treat both sexes equally. The opposite is true of boys
(Shropshire, 1997). This disparity could be due to socialization practices. While boys
are socialized to expect more attention and complain when it is not forthcoming, girls get
and expect much less attention.
Catsambis (1994) examined the mathematical performance of b'** grade students.
The researcher found that despite the fact that there was no gender difference in their
mathematical scores, teachers’ perceived boys to be significantly more able than girls.
Parents who used teacher assessments as a guide to their child’s ability, also assigned
lower ability to daughters than sons. Catsambis’ findings suggest that teachers tend to
accept and reinforce girls’ low self- confidence and girls tend to under estimate while
boys over estimate their intelligence and ability.
Additionally, collaborative learning in single-sex settings fosters cooperation and
connections with others (Muir & Tracy, 1999) develops skills critical to students’
success such as team building and teamwork skills (Warrington, 2003) humanizes the
learning experience (Grzelkowski, 1987), eliminates disaffiliation (Grzelkowski, 1987),
and is associated with higher levels of student satisfaction and motivation to learn (Fuchs,
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1998; Slavin, 1980). Finally, single-sex settings affirm students’ confidence in
improving test performance (Grzelkowski, 1987; Muir & Tracy, 1999).
Previous and Current Programs Utilized for Improving
Student Academic Achievement
The school has been attempting and is currently adding more programs in order to
eliminate the problems and barriers that are impeding student academic improvement.
However my observation has triggered my zeal to find out the root cause and scrutinize
some of these strategies’ impact on student academic achievement. Some of the
strategies implemented in the past included after school tutorial programs.
21^' Century After School Program. For the past four years, the school has been
relying on 2U* century for external services in order to improve students’ performance
but this was fruitless as evidenced by the school’s failure to make AYP in four
consecutive years. The program was not fully funded so most teachers did not participate
in the program
All Stars After School Program. During the 2003-2004 academic year, the
school introduced the all stars after school program with full support of Georgia state
university and other local universities such as Spelman College, Morehouse School of
medicine, and Clark Atlanta University. The school formed partnerships with these
colleges and many students received free tutorial lessons after school hours in the areas of
math, science, reading and writing. This effort made some slight improvement and the
school met the targets but could not make AYP.
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Single-gender Academy Program. In 2003, the school introduced the single¬
gender academy in 6*^ grade students. These students met targets in GCRCT scores in
reading, writing and science in 2004-2005 academic year. However the school did not
make AYP. The pilot study participants at this middle school had two years experience
of single-gender classes during the first two years ofmiddle school and went back to
coed classes in 8*'’ grade.
America Choice Program. The school also introduced America choice program
in 2004. This is a literacy program designed to increase reading time for students. The
program raises a serious campaign for reading by allowing parents, teachers, and students
to sign a contract that they will read 120 books per year. This is implemented in order to
increase students’ vocabulary in reading and writing. The program allows the principal
to choose a book of the month that teachers read every morning for 30 minutes and
students will analyze and critique the characters in the text. Students also engage in silent
reading the first 15 minutes of every first period.
The school implemented a numeric program for math (math plus). This entails all
teachers to teach pre-algebra every 25 minutes of class through out the week. The
students are asked to take a pretest and post test in order to identify their areas of strength
and weaknesses in math, reading, writing and science.
Extended Learning Opportunities. Every Wednesday students who show
weaknesses in certain academic areas are required to attend a mandatory tutorial session
for one hour. Teachers are required to offer tutorial services to students who perform
below grade areas in reading, writing, math, social studies, and math.
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The school in this study experienced low student academic achievement in
coeducational classes in the areas ofmath, science, reading, and writing and failed to
make AYP for six years. Effectiveness of single-gender education depends on
administrators, teachers, and support team and students perceptions ofhow teacher
demographics and student gender promote learning for academic achievement
This study proposed to investigate the perceptions of administrators, support
team, teachers and students of the relative effectiveness of single-gender classes on
student academic performance, student discipline, student attendance, and support
relations.
Problem Background
Poor student academic achievement, especially in the areas ofmath and science in
coeducational classes at this inner city middle school in Atlanta, Georgia, is the major
problem. The school failed to make AYP in six years; however the school made AYP in
2005-2006 school years due to AYP certain criteria such as test participation and criteria
for second indicator and also student met and exceeded school system targets in reading
and writing. Even though the school made AYP, it is difficult to validate the
effectiveness of single-gender education and how it influenced improvement in GCRCT
scores at this school. The school has been performing below the state’s average scores in
GCRCT and other standardized tests.
The data have been observed by school commimity, central office personnel, and
other school stakeholders; hence the school has been categorized as a needs
improvement. This entails parents the choice to transfer their children to high performing
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schools, the school must provide external services to the students in order to promote
their performance in areas of science, math, reading and writing. The school is in an
emergency state and the restructuring process has been in effect since August 2005. The
school has a new administration and teachers are attending workshops for professional
growth in order to find out best ways ofmaking AYP.
The school mission is to make AYP and produce students who will not need
remediation in high school. Having the school in a state of emergency has caused staff
members to transfer in fear of falling victim of accountability for students' failure. The
researcher has seen this as another loophole that does not promote student success.
The major issue could be the social problems faced by the students from low
income commimity. The former administration, having observed some issues,
hypothesized that single-gender context of the school might be a solution to make AYP.
More evidence for the school to fail make AYP has been shown on 2004 scores. A 2004
AYP overview report for the school shows that the school met AYP criteria for test
participation and did not meet AYP criteria for academic performance. This school was
in needs improvement hence it had to offer supplemental services and implement
restructuring.
In 2003, the former principal implemented single-gender academy to 6*'’ grade
students. It is from this group of students that has influenced the researcher to find out
the impact of single-gender classes on student academic achievement.
Bullying is one of the impeding factors to student achievement in middle school.
Research has shown that a bully needs to gain control over another (Hunt, 2007). Bullies
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can gain control over others through physical force, or threats, verbal teasing and
exclusion from peers on coed schools (Schneider, 1988). Research has shown that boys
engage in bullying more frequently than girls (Nansel, 2001). According to Yoimger &
Warrington (1999), boys are more likely to engage in physical or verbal bullying.
In most coed middle schools, connecting with a caring teacher who can help
direct their creative energy is critical for the success of disaffiliated boys and girls.
Disaffiliation as lack of interest in school activities, lack of positive peer relations and
ultimate failure in one or more classes, deviant behavior resulting in frequent referrals
for disciplinary purposes.
Yates (2001) asserts that boys have problems in staying on task and getting along
with peers. Boys receive more deficiency notices on needs improvement notations and
very few commendable notations than girls do. The research identified five critical needs
for middle school boys. Boys cared deeply about friendships. They expressed their need
of a friend who backs them up when they are in need of something. They defined a
fiiend as someone who stands when others decide to leave tern. The research findings
revealed that boys are more afraid of loneliness than girls do.
Coeducational settings are limited in their capacity to accommodate the large
differences in cognitive social developmental growth rates of boys and girls between the
ages of 12 and 16 9 (Rowe, 1998). In contrast, evidence suggests that during these key
adolescent years, single-sex settings better accommodate the specific developmental
needs of students (Pajares & Valiante, 2000). According to the researchers, all girls’
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settings seem to provide girls a certain comfort level that helps them to develop greater
self- confidence and broaden interests, especially as they approach adolescence.
Research has foimd that single-sex schools and classes promote less gender
polarized attitudes toward certain subjects, math, and science in the case of girls and
language arts and foreign languages in the case of boys. According to Riordan (1985b),
single-sex schools help to improve student achievement. Many countries overseas have
significant student populations enrolled in single-sex schools.
CHAPTER II
LITERATURE REVIEW
There are various sources that explain debate on single-gender education. The
following relevant studies have been conducted to show the impact of single-gender
classes on student academic achievement in schools, yet some studies also evidenced a
greater impact of coeducational set up classes on student academic achievement.
SelfEfficacy Beliefs, Motivation, Race, and Gender in
Middle School Science
Britner and Pajares (2004) conducted a study on self efficacy beliefs, motivation
race and gender in middle school science. The purpose of the study was to discover
whether the science motivation beliefs of middle school students vary as a function of
their gender or race/ethnicity and to determine whether science self efficacy beliefs
predicted science achievement when motivation variables shown to predict achievement
in other academic areas are controlled. Participants consisted of 262 grade 7 students
(127 boys, 135 girls, 119 white, 143 African-American) from four urban public schools
in southeast Georgia. Students were from regular education classes. All scales used,
asked students to provide judgments along a 6- point Likert continuum. The study results
showed girls, reporting stronger science self efficacy and self efficacy for self regulation
and they received higher grades in science. Boys had stronger performance approach
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goals. White students had stronger self efficacy and achievement and African-American
students reported stronger task goals. Self efficacy was the only motivation variable to
predict the science achievement of girls, boys and white students. Self efficacy and self
concept predicted the science achievement ofAfrican-American students.
Single-Gender Classrooms in Coeducational Settings
A study was conducted to investigate whether; single-gender classrooms in
coeducational settings address boys’ underachievement. Mulholland (2004) conducted a
study to investigate whether single-gender classrooms in coeducational settings address
boys’ underachievement or not. The research was developed in partnership with the
principal and leadership team of an Australian secondary school. The research was
designed to address the underachievement of male students.
Students in year nine selected single-gender or coeducational classes in
mathematics and English during the second half of a school year. Student scores on
standardized tests and school based assessment in these subjects were obtained before
and after the establishment of the initiative. Results from the study indicate no
significant difference in mathematics achievement that can be attributed to gender or
class composition.
However, scores in school based English improved for students in single-gender
classes. Improvement for girls in single-gender classes was greater than for boys in
single-gender classes. More work was done by researchers to show the impact of gender
impact on student achievement.
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Gender Differences in Writing Motivation and Achievement of
Middle School Students
Pajares and Valiante (2000) conducted a study on gender differences in writing
motivation and achievement ofmiddle school students. The purpose of the study was to
determine whether gender differences in the writing motivation and achievement of
middle school students are a function of gender stereotypic beliefs rather than of gender.
Four hundred ninety-seven boys and girls from a northeast middle school in Georgia
participated in the study. The students were primarily white from middle class.
Participants included 247 boys and 250 girls from 6‘*’ grade to 8^’’ grade. Instruments in
the study included self efficacy scale. All scales asked students to provide judgments
along a 6- point Likert type continuum. Grade point average (GPA) in language arts for
each student was obtained. Students’ gender orientation beliefs were assessed by asking
students to report how strongly they identified with characteristics stereotypically
associated with males or females in American society. Gender differences in students’
writing motivation and achievement was obtained through gender orientation beliefs.
Four multiple regressions were conducted to determine the influence ofmasculinity,
femininity and the joint influence ofmasculinity and femininity on each of the motivation
and achievement variables. The study results showed that, girls reported stronger writing
self efficacy, writing self concept, self- efficacy for self regulation, value ofwriting and
task goals. Girls received higher grades in language arts. Boys reported stronger
performance approach goals. Findings suggest that a feminine orientation is adaptive in
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the area ofwriting, whereas a masculine orientation is beneficial when escorted by a
feminine orientation.
Competency Beliefs, Positive Affect, and Gender Stereotypes
Andre and Whigham (1999), conducted a study on competency beliefs and gender
stereotypes among elementary students and their parents in Iowa. Iowak-3 students and
4-6*'’ grade students and their parents completed a questionnaire. K-3 students received a
simpler questionnaire than grade 4-6* students. Among 4* - 6* grade children, girls,
perceived higher competence in reading than did boys. Boys perceived higher
competence in physical science. All children perceived physical science competence
lower than reading or math competence. Parents perceived boys as more competent in
science. Girls like reading more than boys did. Boys and girls did not differ in liking of
science. Parents perceived science as more important for boys and expected higher
performance of boys. Jobs related to math or sciences were seen as more male
dominated. Policy implications are that intervention programs designed to promote
gender equity should be extended to the early elementary school years and also should
address parental attitudes.
The Path to Math: Gender and Racial-Ethnic Differences
Catsambis (1994) conducted a study on gender and racial ethnic differences in
mathematics. The purpose of the study was to determine the development of gender
differences in learning opportunities, achievement and choice in mathematics among
white African-American and Latino students in New York. The researcher used data
from a nationally representative sample of 8* grade students who were resurveyed in the
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10*** grade. Data revealed that female students do not lag behind male students in test
scores and grades and that white female students are exposed to more learning
opportunities in mathematics than are male students. Results showed that gender
differences are the largest among Latinos and the smallest among African-Americans.
Furthermore, the major barriers to mathematics achievement for white female students
are attitudes and career choices and for minority students of both sexes, they are limited
learning opportunities and low levels of achievement.
Direct Instruction Effects on Students’ Reading Achievement
Randal and Burton (2006) conducted a study to investigate the effect of direct
instruction on students’ reading achievement, teacher perceptions, nature of the
classroom, and special education referral rate. Urban and suburban students completed
the Gates-MacGinitie Reading Tests in the fall of Grade 1 and Spring of Grades 1 and 2..
Teachers completed interviews and questionnaires and were observed in their classrooms.
Effects of reading instruction were determined by covariate and correlation analyses.
The results of the study indicate that suburban low skilled readers significantly benefited
from the combination of direct instmction and non direct instruction. Urban students
benefited from non directed instruction. Specific teacher characteristics significantly
affected class reading achievement. Direct instruction did not decrease special education
referral rates.
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Effect of Single-Sex Classrooms on Self-Esteem and
Student Achievement
McCane (2004) investigated the effect of single-sex classrooms on self esteem
and student achievement. Participants included 659, 6-7*'’ grade students in Louisville,
Kentucky. Participants were from a school in a mid-central state that has adopted the use
of single and mixed-sex classrooms in addition to the traditional mixed-sex classroom
structure. Single-sex classes were conducted only for the core courses ofmath, science,
language arts, social studies and reading. Students were administered three instruments:
Perception ofAbility Scale for Students (PASS), Rosenberg’s SelfEsteem Scale (RSES),
and Nowicki Strickland Internal-External Locus of Control Scale for children (NSLCC).
These instruments were administered twice, in a pre- test and post- test fashion. Students
end of the year grades and number of disciplinary infractions were also collected.
Results from ANOVA showed no significant difference between males and females in
single-sex classes. No significant decrease in self esteem was found during the b*** grade.
However, females showed a significant decrease in self esteem between the 6 and 7
grades, while males’ self esteem did not decrease significantly.
Teachers’ Implementation ofGender-Inclusive
Instructional Strategies
Parker and Rennie (2002) conducted a study on teachers’ implementation of
gender-inclusive instructional strategies in single-sex and mixed-sex science classrooms.
The purpose of the study was to enhance understanding of the implementation of gender
inclusive instructional strategies in high school science classrooms, with particular
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reference to any differences in the effectiveness of such strategies in mixed-sex and
single-sex classrooms.
The study was part of the single-sex education pilot project (SSEPP) in ten high
schools in rural and urban Western Australia. Qualitative and quantitative data were
gathered during the project from teachers, students and classroom observations. Results
from the study reveal that single-sex grouping creates environments in which teachers
could implement gender inclusive science instructional strategies more readily and
effectively than in mixed-sex settings.
Teachers were able to address some of the shortcomings of the students’ previous
education especially the poor written and oral communication of boys and the limited
experience of girls with hands on activities and open ended problem solving. In same sex
classrooms, sexual harassment which inhibited girls learning was eliminated. The extent
to which teachers were successful in implementing gender inclusive instructional
strategies depended on their prior commitment to the SSEPP as a whole and support from
parents and the community.
Perpetuating Gender Stereotypes in the Classroom
Gray and Leith (2004) explored the promotion of gender equity in the classroom
and the extent to which initial teacher training and in service courses address gender
issues. The other issues were teachers’ views on gender differences in children’s attitude
to work, teachers’ perceptions of gendered behavior in the classroom and the prevalence
of occupational stereotyping in the classroom.
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Themes that emerged from the questionnaire survey and focus group discussions
with 344 teachers were compared with the views of a small number of teacher educators
in order to identify common and divergent areas of interest and concern. Three methods
of data collection were used with a view to triangulate any inferences drawn. The
methods were a teacher survey (using a postal questionnaire), interviews with 36 teachers
(focus groups), and with 5 teacher educators (one-on-one). Dimensions of the study
suggests that teachers are generally aware of gender stereotypes in the classroom and that
despite their lack of training in gender issues, 57 % teachers agreed that they had a
responsibility to challenge stereotypes and 70 % of teachers counted this type of
behavior. The issue of boys’ underachievement was well known to teachers, who
described it as common knowledge.
Concern was expressed that the promotion of equality was directed more towards
girls than boys and with the teachers’ role in perpetuating stereotypes. The results of the
questiormaire indicated that the majority of teachers 75% feel that boys do not enjoy
scientific experiments more than girls.
Single-Gender Classrooms in Coeducational Settings
A study was conducted to investigate whether single-gender classrooms in
coeducational settings address boys’ underachievement. Mulholland (2004) conducted a
study to investigate whether single-gender classrooms in coeducational settings address
boys’ imderachievement or not. The research was developed in partnership with the
principal and leadership team of an Australian secondary school. The research was
designed to address the underachievement ofmale students. Students in year 9 selected
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single-gender or coeducational classes in mathematics and English during the second half
of a school year. Student scores in standardized tests and school based assessment in
these subjects were obtained before and after the establishment of the initiative. Results
from the study indicate no significant difference in mathematics achievement that can be
attributed to gender or class composition. However, scores in school based English
improved for students in single-gender classes. Improvement for girls in single-gender
classes was greater than for boys in single-gender classes. More work was done by
researchers to show the impact of gender impact on student achievement.
Single-Sex Teaching Versus Coeducational Teaching
A study on single-sex teaching versus coeducational teaching in English
comprehensive schools was conducted hy Warrington and Younger (2003). The study
purpose was to investigate whether single-sex teaching will raise hoys’ academic
achievement. A questionnaire survey was conducted in 31 schools in England. Fifteen
schools used single-sex teaching in English, science, and other schools used single-sex
teaching in modem foreign languages.
Schools that introduced single-sex teaching did so specifically to address the
perceived underachievement of boys. Fourteen schools introduced different teaching
strategies for girls and boys in single-sex classes. Interviews were carried out that
revealed the types of teaching strategies used specifically for boys and girls. In nine
schools curriculum was modified for single-sex classes.
For example, in a Hampshire school, male friendly examples were used to support
teaching points and in an Essex school, the choice of poetry for boys’ groups based on
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action rather than love, although personalities within each group were also considered in
order to reduce stereotyping. The research conclusions showed that in some schools, the
single-sex teaching raised boys’ academic achievement, increased confidence and
participation in class. In other schools, however, single-sex teaching appeared to have
little impact o achievement levels and lead to increased problems of behavior
management in boys’ classes, with male bonding between male teachers and male
students reinforcing the qualities associated with hegemonic forms ofmasculinity.
The authors conclude that single-sex classes can provide a positive and successful
experience for girls and boys where there is strong commitment from staff, a willingness
to evaluate and to diffuse good practice, but crucially where gender reform strategies are
in place to challenge any practices and behaviors that reinforces stereotypical gendered
roles.
Factors That Influence Boys’ Engagement in English
Oral Activities
A study on factors that influence boys’ engagement in English oral activities
was conducted by Alloway Gilbert, Gilbert, and Henderson (2003), and was designed to
identify teaching activities used with boys in English language classrooms, the kinds of
performance required and expected ofboys in engaging with and responding to these
activities, the patterns of achievement on the assessment of these activities and how these
activities relate to the performance ofmasculinity.
The evidence was derived from case studies of 10 year secondary classroom in
two provincial Australian cities. Data were gathered through 24 observation English
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lessons over two month period. Semi-structured interviews were conducted with six boys
with their teacher in each of the classes involved. The English assessment results over
the year were analyzed. On average, 15-year Observations provided a narrative and
critical incident record of classroom activities and the nature of boys’ responses to and
engagement with the activities.
Individual interviews were conducted twice with six boys in each class, to gauge
their interpretations and evaluations of the activities and materials and the significance of
these to their developing masculine identities. Questions in the first interview focused on
boys’ perceptions of the work and performances required of them in English classrooms.
In the second interview, the boys were asked to comment on what activities and strategies
they had found useful and/or valuable in English throughout the year, and to tell how
English might be changed to make it a more relevant useful and enjoyable set of
experiences.
The boys were also asked to comment on ways of improving boys’ achievement
in English. The study showed that there is no simple relation between the performance
requirements of English learning activities and boys’ disengagement with English.
The Difference Between Boys’ and Girls’ Academic Culture
Houtte (2004) investigated the impact of girls’ and boys’ adolescent culture on
academic achievement. Data were collected from 3,760 pupils in the third and fourth year
of secondary education in a sample of 34 schools, 15 general schools preparing students
for higher education and 19 technical schools in Flanders, Belgium. A total of 16-17
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years old, 1,591 in general schools and 2,169 in technical schools filled out a written
questionnaire in class, in the presence of a teacher and a researcher.
The effect of gender on achievement was examined by means of a t-test and by
means of a multiple regression analysis comprising several control variables, namely
ability, socioeconomic status, parental involvement, times retained in primary education,
and whether a pupil’s selected curriculum is the result of a positive choice or not. The
researcher developed a measure of the study culture and measured the boys’ and girls’
culture for each school. The boys and girls’ cultures were compared by means of a t-test
to discover whether they are different and which of the two was more study oriented.
The second part of the hypothesis, stating that the gender-specific study culture
influences the academic achievement of both boys and girls was tested by means of a
multiple regression analysis carried out separately for boys and girls, including the same
control variables as the preceding regression analysis. Influence of study culture on
boys’ strength was tested by means of interaction effects.
The study demonstrated that boys’ culture is less study oriented than girls’ culture
and that this difference can be held responsible for the gender differences in academic
achievement. In technical schools, boys seem to oppose the study culture. In technical
schools, the more study oriented their experienced culture is, the less the boys achieve.
Single-Sex Schools for Girls
The Goodman Research group (2000) conducted a study to investigate
perceptions about single-gender classes by female students’ on their academic
achievement. Many participants in the study volunteered commentary in support of the
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survey questions. The study was conducted at the Cambridge, Massachusetts School for
Girls. The participants were girls’ school alumnae. The alumnae were overwhelmingly
positive in their responses: 91% cited preparation for college and academic challenge as
very good or excellent; 88% would repeat their girls’ school experience; 83% perceived
themselves to be better prepared for college than female counterparts from coeducational
high schools; 93% agreed tat girls’ schools provide greater leadership opportunities than
coed schools. Additionally, 80% had held leadership positions since graduating from
high school and 13% intended to major in math or science significantly more than
females and males nationally (2% and 10%, respectively).
How the Presence of Girls Affects the Achievement ofBoys
Houtte (2004) conducted a study on how the presence of girls affects the
achievement of boys. The purpose of the study was to investigate the impact of gender
context of the school on students’ achievement. The study was a replica of the previous
study, explaining the differential achievement ofboys and girls in secondary education
by the fact that boys’ culture is less study orientated than girls’ culture.
The study investigated whether the presence of girls at a school affected the boys’
study culture and achievement. The data were collected from a sample of 877 boys and
714 girls attending the fifth year of a sample of 15 general secondary schools.
The results and conclusion show that the gender context of the school does not affect the
boys’ study culture, but the presence of girls positively influences the general pupils’
study culture. By means ofmultilevel (HLM), it is demonstrated that the larger the
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proportion of girls at school, the higher the boys achieve, and this finding can be ascribed
to the general pupils study culture.
Attitudes Toward Physical Education and Class Preferences
of Adolescents
Research by Canan, Hulya, and Giyasettin (2005) was based on attitudes toward
physical education and class preferences in terms of school gender composition of
Turkish adolescents. The research shows differential perceptions of students towards
physical education. The purpose of the study was to examine attitudes towards physical
education. 213 girls and 249 boys from coeducational public schools and 196 girls and
210 boys from single-sex vocational schools participated in the study.
The attitudes toward physical education scale was administered and the results of
2X2 (gender X school type) ANOVA indicated that students in coeducational schools in
general and boys had more favorable attitudes. The results showed that boys from single¬
gender had a better attitude than girls from single-gender academy. Students indicated
that they prefer physical education in single-sex classes.
Socioeconomic Hierarchical Linear Modeling
Xin Ma and Klinger (2000) used Hierarchical Linear Modeling (HLM) data from
the New Brunswick school climate study to examine student background (SES), school
context, and school climate effects on b**" grade student achievement in mathematics,
science, reading, and writing. Gender, SES, and native ethnicity were significant
predictors of academic achievement. Schools showed the smallest variation in reading,
the largest in mathematics. School mean SES was significant in mathematics, reading
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and writing achievement as was disciplinary climate in mathematics, science, and
writing. School size and parental involvement significantly affected only the
relationships between mathematics achievement and individual SES.
Gender Differences in High School Students’ Views
About Science
Another study conducted by Miller, Slawinski, and Stephanie (2006) examined
gender differences in 79 high school student’s attitudes towards their science classes,
their perceptions of science and scientists and their views about majoring in science.
The study identified some of the obstacles underlying females’ low participation in and
interest in science. Responses from questionnaire show that even when females planned
to major in science, they were more interested than boys in the people oriented aspects of
their planned majors. Results show that biology was one exception to females’ low
interest in science.
Females often planned a science major mainly because they needed a science
background in order to enter a health profession such as medicine or physical therapy.




The study assumes that the perceptions of students on the effectiveness of single¬
gender classes might be affected by their gender, by their previous school they attended,
and by their attendance of summer school. The study further assumes that the
perceptions of teachers of the effectiveness of single-gender classes can be affected by
their experience, their gender, the age range in which they fall and their qualifications.
The study assumes that effectiveness of single-gender classes has an influence on student
academic performance, attendance, discipline, and teacher-student support relations at an
iimer city middle school in metro Atlanta. Figure 3 illustrates the theoretical framework
of the study.
Research Questions
1. Is there a significant relationship between teacher demographics of
qualifications, experience, age and gender with their perception of the
effectiveness of single-gender classes on student academic performance?
2. Is there a significant relationship between teacher demographics of
qualifications, experience, age and gender with their perception of the








of single-gender classes on
academic achievement
Independent Variables
• Student’s previous school
• Student’s gender









• Student perceptions of effectiveness of
single-gender classes and coed classes
on academic achievement.
• Student perceptions of effectiveness of
single-gender classes and coed classes
on student discipline.
• Student perception of effectiveness of
single-gender classes and coed classes
on student attendance.
• Student perception of effectiveness of
single-gender classes and coed classes
on teacher-student support relations.
• Teacher perceptions of effectiveness of
single-gender classes and coed classes
on academic achievement.
• Teacher perceptions of effectiveness of
single-gender classes and coed classes
on student discipline
• Teacher perceptions of effectiveness of
single-gender classes and coed classes
on student attendance.
• Teacher perception of effectiveness of
single-gender classes and coed classes
on teacher-student support relations.
• Administrative staff perceptions of
effectiveness of single-gender classes
on student academic achievement,
student discipline and student
attendance.
Figure 3. Theoretical Framework of the Study
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3. Is there a significant relationship between teacher demographics of
qualifications, experience, age and gender with their perception of the
effectiveness of single-gender classes on student attendance?
4. Is there a significant relationship between teacher demographics of
qualifications, experience, age, and gender with their perception of the
effectiveness of single-gender classes on student-teacher support relations?
5. Is there a significant relationship between student gender, summer school
attendance, and previous school with their perception of the effectiveness of
single-gender classes on student academic performance?
6. Is there a significant relationship between student gender, summer school
attendance, and previous school with their perception of the effectiveness of
single-gender classes on student discipline?
7. Is there a significant relationship between student gender, summer school
attendance, and previous school with their perception of the effectiveness of
single-gender classes on student attendance?
8. Is there a significant relationship between student gender, summer school
attendance, and previous school with their perception of the effectiveness of
single-gender classes on teacher-student support relations?
9. Is there a relative significant difference between student perception of the
effectiveness of single-gender classes on student academic performance,
discipline, attendance, teacher- student support relations and teacher
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perception of the effectiveness of single-gender classes on student academic
performance, discipline, support relations, and attendance?
10. Is there significant difference between male students perceptions of the
effectiveness of single-gender classes on student academic performance,
discipline, attendance, student-teacher support relations and female students
perceptions of the effectiveness of single-gender classes on student academic
performance, discipline, attendance and student-teacher support relations?
11. What are the administrative staffperceptions of the effectiveness of single¬
gender classes and coed classes on student academic performance?
12. What are the administrative staff perceptions of the effectiveness of single¬
gender classes and coed classes on student attendance?
13. What are the administrative staff perceptions of the effectiveness of single¬
gender classes and coed classes on student discipline and student-teacher
support relations?
14. What are the media specialist and support team perceptions of the
effectiveness of single-gender classes and coed classes on student
performance and attendance?
15. What are the media specialist and support team perceptions of effectiveness of




Ho 1: There is no significant relationship between teacher demographics of
qualifications, experience, age and gender with their perception of the
effectiveness of single-gender classes on student academic performance.
Ho2: There is no significant relationship between teacher demographics of
qualifications, experience, age and gender with their perception of the
effectiveness of single-gender classes on student discipline.
Ho3: There is no significant relationship between teacher demographics of
qualifications, experience, age and gender with their perception of the
effectiveness of single-gender classes on student attendance.
Ho4: There is no significant relationship between teacher demographics of
qualifications, experience, age and gender with their perception of the
effectiveness of single-gender classes on teacher-student support
relations.
Ho5: There is no significant relationship between student gender, summer
school attendance, and previous school with their perception of the
effectiveness of single-gender classes on student academic performance.
Ho6: There is no significant relationship between student gender, summer
school attendance, and previous school with their perception of the
effectiveness of single-gender classes on student discipline.
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Ho 7: There is no significant relationship between student gender, summer
school attendance, and previous school with their perception of the
effectiveness of single-gender classes on student attendance.
Ho8: There is no significant relationship between student gender, summer
school attendance, and previous school with their perception of the
effectiveness of single-gender classes on teacher-student support
relationship.
Ho9: There is no significant difference between student perception of the
effectiveness of single-gender classes on student academic performance,
discipline, attendance and teacher perception of the effectiveness of
single-gender classes on student academic performance, support
relationships, discipline and attendance.
Ho 10: There is no significant difference between male students perceptions of
the effectiveness of single-gender classes on student academic
performance, discipline, attendance, student- teacher support relations
and female students perceptions of effectiveness of single-gender classes




Student’s previous school. Refers to the feeder schools for the middle school in
the study.
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Student’s summer school attendance: Refers to students who attended summer
school before they were promoted to 6* grade.
Teacher’s experience: Number of years in the teaching profession.
Teacher’s age range: Teacher’s birth age.
Teacher’s qualifications: Teacher’s highest earned degree.
Dependent Variables
Single-gender classes: Educational classes separated by gender.
Coeducational classes: Mixed classes for boys and girls.
Summer school attendance—student-teacher support relations: The level of
comfort students feel in both single-gender classes and coed classes.
Studentperceptions ofeffectiveness ofsingle-gender classes on student
performance: Students’ views on effectiveness of single-gender classes and
coeducational classes on student academic achievement on end of semester grades, class
tests and benchmarks, and student learning in classes.
Studentperceptions ofeffectiveness ofsingle-gender classes on student
attendance: Students’ views on effectiveness of single-gender classes and
coeducational classes on getting students to attend classes, getting to class on time, ready
to learn, completion of class assignments on time, completion of home work assignments,
and projects on time.
Studentperceptions ofeffectiveness ofsingle-gender classes on student discipline:
Students’ views on effectiveness of single-gender and coeducational classes on student
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discipline in class during group and independent work, conferencing with parents,
student referrals to the principal, and out of class disruption of learning process.
Teacherperceptions on effectiveness ofsingle-gender classes and coed classes on
student performance'. Teachers’ views on whether single-gender classes are better
than coed classes in promoting student academic achievement, student motivation, and
student completion of homework.
Teachers ’perceptions ofthe effectiveness ofsingle-gender classes on student
attendance'. Teachers’ views on whether single-gender classes are more effective
than coed classes in getting students to attend classes, getting to classes on time ready to
learn.
Teachers ’perceptions ofthe effectiveness ofsingle-gender classes on student
discipline: Teachers’ views on whether single-gender classes are more effective
than coed classes on reducing student class disruption, reducing in and out of school
suspensions, promoting positive learning sitting arrangement, conducive learning climate,
and reducing student referrals to the principal.
Administrators'. Principal, assistant principals, and instructional specialist.
Limitations of the Study
The study sample was limited to participants within the school building and did
not include other school stake holders such as a larger sample of parents who might have
a variety of perceptions on the effectiveness of single-gender education. A major
limitation to the study was failure of some participants to participate in the study due to
transfer, relocation to another region and failure by some participants to return the
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responses to the questionnaire as evidenced by the male sample resulted in only 35
participants instead of45.
Lack of coeducational classes on the same grade level as a control sample in
single-gender classes was a problem. It would have been easier to validate and measure
the outcome of participants’ perceptions of single-gender classes if there had been a
control group of participants on the same grade level. Currently, the program is
implemented for 6*’’ and 7* grade students only. All 8'*’ grade students are in
coeducational classes. The researcher would like to suggest to the school system and the
school administrators at the school in study, to consider having a control group to schools
that are implementing single-gender classes as a reform model in order to evaluate the
program effectively. This could have helped the evaluation of the program whether it is
yielding positive gains at the school in study. The study yielded positive results on the
effectiveness of single-gender classes, especially in school wide benchmark tests.
Another limitation to the study was caused by the students’ high mobility index.
Data analysis was based on 77 students instead of 90 students. Some of the sample
students transferred to other schools since parents had a choice to transfer their children
to good performing schools under the No Child Left behind Policy. The school in study




This study utilized an ex post facto design using quantitative means of data
collection and analysis. Questionnaires were administered to teachers and students. The
Teacher questionnaire included 30 items that included one open-ended question and the
student questionnaire had 35 items and three open-ended questions that required written
responses that were used to support analyzed quantitative data. This implied that data
from unstructured written responses from teacher and student open ended questions was
used to support quantitative data.
The few open-ended questions helped the participants to give a general view of
their perceptions of the effectiveness of single gender education. Quantitative analysis
was done using the Statistical Package for the Social Sciences (SPSS) software. In
addition, an interview was conducted to a small sample of administrators and support
team and data collected from the interview was used to support quantitative data
collected from teachers and student questionnaires. The interview included 15 items
categorized under variables in the study.
The perceptions of teachers of effectiveness of single gender and coed classes on
academic performance, discipline, student, and student-teacher support relations were
compared with student perceptions of the effectiveness of single gender classes and coed
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classes on student performance, discipline ,attendance and student-teacher support
relations. These variables were examined by means of a t-test and a multiple regression
analysis comprising of variables such as students’ gender, summer school attendance, and
previous school.
The researcher collected data from the inner city middle school that was the first
school to implement single gender academy in the state of Georgia in 2003. The
concentration was on 6 grade students. The researcher examined the perceptions of
administrators, teachers, support team and students of the effectiveness of single gender
classes on student performance, discipline, attendance, and student-teacher support
relations. A narrative, descriptive analysis was used to explain the general themes from
interview responses and open ended questions.
Questiormaires were administered to teachers and students. Quantitative analysis
was done using SPSS. Teacher demographics were correlated with teachers’ perceptions
of effectiveness of single gender classes on performance, discipline, attendance, student-
teacher support relations by means ofPearson r correlation.
Data from the support team comprised ofmedia specialist, counselors and one
parent on their perceptions of effectiveness of single gender and coed classes on student
performance, discipline, and attendance were categorized and presented in a descriptive
narrative form. Data were clustered according to emerging categories, such as one that
relates to student academic performance, student discipline, student attendance, and
student teacher support relations.
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Data pertaining to students’ perceptions was obtained by means of questionnaire
designed to provide variables associated with gender inclusively. Effectiveness of single
sex classes as a reform program, measured the extent to which the program has improved
student academic performance, reduces student disciplinary issues and improved student
attendance. Single gender classes effectiveness on student academic performance ,
measured students, teachers and administrators perceptions of the extent to which
students interact with the teacher for help and guidance, the extent to which student
participate actively in normal classroom activities and the extent to which students
support and help each other in the classroom.
The questionnaire was utilized to measure the students perceptions on student
discipline, that is the extent to which students were subject to teasing and hassling by
other students in and out of class. The questionnaire was utilized to measure student
perceptions the effectiveness if single gender on student academic performance,
attendance and student-teacher support relations.
Students were required to comment on something very important about single sex
classes and coed classrooms. This made the features of the instrument to provide
information about students’ perceptions of both their experiences in single sex classes
and coed classes.
The major sources of data that were utilized to answer the research questions were
quantitative data obtained from teacher perceptions and students’ perceptions of
effectiveness of single gender classes and coeducational classes. This data were
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triangulated with both qualitative and quantitative data gathered during visits to the case
study school.
Population/Location of Research
The data were gathered in the school year 2006-2007. The study was located at a
middle school in the Atlanta Public School System. The population consisted of 591
students in grades 6-8. There is one principal and two assistant principals. There are 47
teachers on staff: 2 counselors and 1 media specialist.
Sample
A sample of 77, 6th grade students was randomly selected from a total of 192,6***
grade students. A type of sample selected this way gave each member of the population
an equal chance ofbeing included in the study. This made it possible for the researcher
to draw conclusions for the entire population from which the sample was selected. 87%
of the student sample receives free and reduced lunch. This sample comprised of 45 boys
and 45 girls whose ages ranged from 11,12, and 13 years. The principal, two assistant
principals, instructional specialist, two counselors, one media specialist and one parent
were participants for the interview. The sample for quantitative data analysis comprised
of 16 teachers, currently teaching 6*'^ and 7‘*’ grade single gender classes.
Data Collection Instrument
A letter of consent was sent to parents of student participants . Participants were
assured of confidentiality. Teacher and student questionnaires were administered to
collect data to answer research questions 1-10. Teacher and student questionnaires were
administered to collect data to answer questions 11-15. The researcher administered an
54
interview to four administrators, two counselors, one media specialist and one parent.
Data were analyzed in a descriptive narrative form since this is data collected from a very
small sample. The researcher conducted an interview since the administrative sample
was too small. A few open-ended questions were included on the questionnaires. The
open-ended data and data obtained from interviews helped the participants to give a
general view of their perceptions of the effectiveness of single gender education. The
data were used to support quantitative data. The researcher analyzed data collected from
interviews and open-ended questions and presented it in a descriptive narrative form.
The interview and questionnaire protocols were sent to the participants in advance.
Methods ofData Analysis
Quantitative data analysis was done using SPSS. Perceptions were measured by a
Likert five point scale. The Pearson r correlation analysis was used to test the
relationships in research questions 1-8 and 10. The data for Research questions 11-15
were analyzed qualitatively in a narrative form. To answer research question 9, the
perceptions of teachers of the effectiveness of single gender and coed classes on
academic performance, discipline, and attendance, teacher-student support relations were
compared with student perceptions of the effectiveness of single gender classes and coed
classes on student performance, discipline, attendance, and teacher-student support
relations and examined by means of a t-test. To answer research question 10, male
students perceptions of the effectiveness of single gender classes on student academic
performance, discipline, attendance, and student-teacher relations were compared with
female students perceptions of the effectiveness of single gender classes on student
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academic performance, attendance, discipline, and student-teacher support relations by
means of a t-test.
A narrative, descriptive analysis was used to explain the general themes from data
collected from interviews and teacher and student open ended questions.
Methods for Establishing Data Validity
and Reliability
The questionnaires were tested for construct validity using the item to scale
correlation analysis. Reliability was tested using the Cronbach Alpha test of reliability.
Reliability Summary
A reliability test using SPSS reliability procedures was performed on the two
instruments used in this study in order to validate the use of the survey instruments. The
surveys consisted of four components that measure the following areas. The siuvey items
were grouped to represent student attendance, student academic performance, teacher-
student support relationship, and student discipline.
The teacher survey items were grouped to represent student attendance (items 1-
5), student academic performance (items 6-8), teacher-student support relationship (items
9-15), and student discipline (items 16-24). The student survey items were grouped to
represent student attendance (items 1-5), student academic performance (items 6-9),
teacher-student support relationship (items 10-15), and student discipline (items 16-26).
The response choices were assigned numerical values as follows: (5) Strongly Agree; (4)
Agree; (3) Neutral; (2) Disagree; and (1) strongly Disagree.
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The results of the reliability indicate that each of the four survey components are
reliable and are constructed of similar measures (Table 4).
Table 4
Teacher andStudent Survey Results ofReliability Tests
Teacher Survey N Cronbach Alpha
Student Attendance 16 .9171
Student Academic Performance 16 .8757
Teacher-Student Support Relationship 16 .7058
Student Discipline 16 .8086
Student Survey
Student Attendance 77 .8053
Student Academic Performance 77 .8252
Teacher-Student Support Relationship 77 .8014
Student Discipline 77 .8891
Significance of the Study
The significance of the study brought awareness to policy makers, administrators,
support teams and teachers on best practices in a school organization dealing with single
gender classes. The study may provide best instructional methodologies that promote
student academic achievement in single gender classes. Policymakers may provide a
plan that indicates effective resources curriculum delivery that will serve specific needs
for an effective single gender program and inform school board members before
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expanding single gender program as a reform model. Currently the Atlanta Public School
System is expanding the program to its local schools. The researcher is hopes that the
outcome of this study will alert the school system on developing an evaluation process
that can be utilized by schools currently having single gender classes in a coeducational
school set up such as the school in study .As part of strategic planning, the researcher
hopes that an evaluation plan would be put in place both at school level and system level
in order to validate the effectiveness of single gender program. The basis of an
evaluation plan may include comparison ofGCRCT scores for students in single gender
classes with their GCRCT scores in coeducational classes.
The study may determine the best classroom management skills that promote
learning in single gender classes. The study results may prompt administrators to prepare
their teachers for more professional development on single gender classes. The outcome
determined that the curriculum for single gender program for academic achievement
should not be different from the curriculum utilized in coed classes. However policy
makers and administrators should allocate resources that will enhance teachers to explore
best instructional methodologies in single gender classes. The study may alert the
students on ways of conflict resolution and development of social skills. The study
revealed best ways for students in single gender classes on how they can fully explore
their choice of learning materials and roles.
CHAPTER V
ANALYSIS OF THE DATA
The study investigated perceptions of administrative staff, teachers and students
of the effectiveness of single-gender education at an inner city school in metro Atlanta.
Specifically, the study focused on the relationship of teacher qualifications, experience,
gender, and age, student demographics and administrative interviews to determine
students and teachers perceptions of the effectiveness of single-gender classes on students
in terms of student attendance, student academic performance, teacher-student support
relationship, and student discipline. This chapter presents and analyzes data obtained
from 77 students and 16 teachers from one school. The data were analyzed quantitatively
in hypotheses 1 through 10, and qualitatively in research questions 11 through 15. There
were two separate surveys used in this study, a student and a teacher survey. The
research also included administrative interviews to gather perceptions of administrators.
The response choices of the student and teacher surveys were assigned numerical values
as follows: (5) Strongly Agree, (4) Agree, (3) Neutral, (2) Disagree, and (1) Strongly
Disagree. The demographics questions choices were assigned numerical values based on
the nominal or ordinal order in which they appeared on the survey.
Summary of Sample Population
This chapter presents the statistical analysis of the data obtained by analyzing the
responses 77 students and 16 teachers from one school. The 10 hypotheses of the study
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were tested using the Statistical Package for the Social Sciences (SPSS). The procedures
used were Pearson correlation, a t-test for hypotheses 9 and 10, and Analysis of Variance
(ANOVA). Research questions 11 through 15 were analyzed qualitatively. All of the
statistical procedures were tested at the (.05) significance level. The information
presented in this chapter includes demographic information on the population sample and
the results and analysis of the statistical tests applied to the null hypotheses. Basic
statistics on how the students and teachers responded to the various variables outlined on
the survey instrument follow.
Demographic Information on Sample Population
The student survey respondents were composed of 35 males, and 42 females; 54%
female and 46% male. Twenty percent of the student attend summer school before being
promoted to 6*'’ grade. Eighty-eight percent of the students were between 11 and 12 years
















13 and above 9 11.7
Total 77 100.0
In terms of teachers, 37% have 0 to 4 years of experience and 37% have 5-10
years of experience. Sixty-two percent of the teachers had a Bachelor’s degree and 25%
had a Master‘s degree. The teacher survey respondents were composed of 4 males (25%)











Highest Earned Degree (continued)
Specialist 2 12.5
Total 16 100.0





0-4 years 6 37.5
5-10 years 6 37.5
11-15 years 2 12.521-35 years 2 12.5
Total 16 100.022-26 years old 2 12.5
27-31 years old 7 43.8
32-36 years old 3 18.8
37-41 years old 2 12.5










Data Analysis of the Research Hypotheses
In order to find answers to the research questions used in this study a series of
research hypotheses were purposed and analyzed. A Pearson correlation was used to
determine if a symmetrical or directional relationship exist between the theoretical
framework variables (see Tables 7 and 8).
Table 7











Highest Earned Degree -.113 -.094 -.348 .144
What Grade Do You Teach .161 .114 -.186 .363
Years ofTeaching Experience .000 .201 -.030 .031
Age .264 .494 .480 .216















Your Previous School -.096 .065 .137 -.059
Current Grade
Attend Summer School before -.042 .015 -.015 -.019
Promotion to 6th Grade
Age -.139 -.202 -.066 -.158
Gender -.172 -.197 -.124 -.176
*
p < .05; N=77
An analysis of variance (ANOVA) was used to determine if there were
differences in male and female students perceptions, and if there exists a relationship
between students and teachers perceptions of the effectiveness of single-gender classes at
an inner city school in metro Atlanta in terms of student attendance, student academic




ANOVA Difference in Teachers ’ Perceptions ofthe Effectiveness ofSingle-gender
Classes (N = 16)
SS df MS F P
Student Attendance Between Groups 1.81 1 1.81 1.71 .194
Within Groups 96.25 91 1.05
Total 98.07 92
Student Academic Performance Between Groups 3.07 1 3.07 2.54 .114
Within Groups 110.07 91 1.21
Total 113.15 92
Teacher-Student Support Relationship Between Groups 3.85 1 3.85 4.64 .034*
Within Groups 75.59 91 0.83
Total 79.45 92
Student Discipline Between Groups 1.30 1 1.30 1.98 .163
Within Groups 59.81 91 0.65
Total 61.12 92
*
p < .05; (5) Strongly Agree, (4) Agree, (3) Neutral, (2) Disagree, and (1) Strongly Disagree
65
Table 10
ANOVA Difference in Students’ Perceptions ofthe Effectiveness ofSingle-gender Classes
(N= 77)
SS df MS F P
Student Attendance Between Groups 1.21 1 1.21 1.17 .283
Within Groups 77.72 75 1.03
Total 78.93 76
Student Academic Performance Between Groups 2.96 1 2.96 2.28 .135
Within Groups 97.33 75 1.29
Total 100.30 76
Teacher-Student Support Between Groups 2.12 1 2.12 2.40 .125
Relationship Within Groups 66.50 75 0.88
Total 68.63 76
Student Discipline Between Groups 2.11 1 2.11 3.03 .086
Within Groups 52.38 75 0.69
Total 54.49 76
*
p < .05; (5) Strongly Agree, (4) Agree, (3) Neutral, (2) Disagree, and (1) Strongly Disagree
Table 11 illustrates the average responses of students and teachers of the
effectiveness of single classes in terms of student attendance, student academic
performance, teacher-student support relationship, and student discipline using the
descriptive statistic mean value. The descriptive analysis indicates that teachers have a
higher perception in favor of single-gender class effectiveness than students in terms of
student academic performance, teacher-student support relationship and student
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Table 11
Descriptive Statistics ofthe Difference ofStudents ’ and Teachers ’ Perceptions ofthe
Effectiveness ofSingle-gender Classes (N = 16 Teachers and 77 Students)
N Mean SD SE
Student Attendance Student 77 3.18 1.01 .11
Teacher 16 2.81 1.07 .26
Total 93 3.11 1.03 .10
Student Academic Performance Student 77 3.18 1.14 .13
Teacher 16 3.66 0.80 .20
Total 93 3.26 1.10 .11
Teacher-Student Support Relationship Student 77 3.04 0.95 .10
Teacher 16 3.58 0.68 .17
Total 93 3.13 0.92 .09
Student Discipline Student 77 3.01 0.84 .09
Teacher 16 3.32 0.59 .14
Total 93 3.06 0.81 .08
*
p < .05; (5) Strongly Agree, (4) Agree, (3) Neutral, (2) Disagree, and (1) Strongly Disagree
discipline. The analysis indicates that the perceptions were neutral to somewhat
agreeable to the effectiveness of single-gender classes and that there were no significant
difference between male and female students, or between teachers and students, although
teachers had a higher perception of the effectiveness of single-gender classes, and male
students had a higher perception than female students they were not statistically different.
Students had a higher perception than teachers in terms of student attendance although
not significant. Further analysis indicates that teachers had a significantly higher
perception in terms of teacher-student support relationship than students.
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Table 12 illustrates the average responses of male and female students in terms of
student attendance, student academic performance, teacher-student support relationship,
and student discipline using the descriptive statistic mean value. The descriptive analyses
indicate that male students, although not significant have a higher perception than female
students in terms of student attendance, student academic performance, teacher-student
support relationship, and student discipline (see Table 12).
Table 12
Descriptive Statistics ofStudents ’ Perceptions ofthe Effectiveness ofSingle-gender
Classes (N = 77)
N Mean SD SE
Student Attendance Male 35 3.32 0.84 .14
Female 42 3.06 1.14 .17
Total 77 3.18 1.01 .11
Student Academic Performance Male 35 3.40 0.94 .15
Female 42 3.00 1.28 .19
Total 77 3.18 1.14 .13
Teacher-Student Support Relationship Male 35 3.22 0.76 .12
Female 42 2.88 1.06 .16
Total 77 3.04 0.95 .10
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Table 12 (continued)
N Mean SD SE
Student Discipline Male 35 3.19 0.67 .11
Female 42 2.86 0.94 .14
Total 77 3.01 0.84 .09
*
p < .05; (5) Strongly Agree, (4) Agree, (3) Neutral, (2) Disagree, and (1) Strongly Disagree.
Hoi: There is no significant relationship between teacher demographics
of qualifications, experience, age and gender with their perception
of the effectiveness of single-gender classes on student academic
performance.
A Pearson correlation was performed on a sample population of 16 teachers to
determine the relationship between teachers’ demographics and their perceptions of the
effectiveness of single-gender classes on student academic performance. The data with
respect to this research question are shown in Table 7. In the table, the following are not
significant relationships: Teacher qualifications have a correlation of r = -.113, p = 0.677
with student academic performance that was greater than accepted significance level of
0.05 (the calculated value being 0.677). Teacher experience has a correlation of r = .000,
p = 1.00 with student academic performance that was greater than accepted significance
level of 0.05 (the calculated value being 1.00). Teacher age has a correlation of r = .264,
p = .323 with student academic performance that was greater than accepted significance
level of 0.05 (the calculated value being .323). Teacher gender has a correlation of r =
-062, p = .821 with student academic performance that was greater than accepted
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significance level of 0.05 (the calculated value being .821). These results indicate that
there is no significant relationship between teacher demographics of qualifications,
experience, age, and gender with their perception of the effectiveness of single-gender
classes on student academic performance. Therefore, the hypothesis is accepted.
Ho2: There is no significant relationship between teacher
demographics of qualifications, experience, age and gender with
their perception of the effectiveness of single-gender classes on
student discipline.
A Pearson correlation was performed on a sample population of 16 teachers to
determine the relationship between teachers’ demographics and their perceptions of the
effectiveness of single-gender classes on student discipline. The data with respect to this
research question are shown in Table 7. In the table, the following are not significant
relationships: Teacher qualifications have a correlation of r = -.094, p = 0.730 with
student discipline that was greater than accepted significance level of 0.05 (the calculated
value being p= 0.730). Teacher experience has a correlation of r = .201, p = .456 with
student discipline that was greater than accepted significance level of 0.05 (the calculated
value being .456). Teacher age has a correlation of r = .494, p = .052 with student
discipline that was greater than accepted significance level of 0.05 (the calculated value
being .052). Teacher gender has a correlation of r = .021, p = .939 with student discipline
that was greater than accepted significance level of 0.05 (the calculated value being .939).
These results indicate that there is no significant relationship between teacher
demographics of qualifications, experience, age, and gender with their perception of the
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effectiveness of single-gender classes on student discipline. Therefore, the hypothesis is
accepted.
Ho3: There is no significant relationship between teacher demographics
ofqualifications, experience, age and gender with their perception
of the effectiveness of single-gender classes on student attendance.
A Pearson correlation was performed on a sample population of 16 teachers to
determine the relationship between teachers’ demographics and their perceptions of the
effectiveness of single-gender classes on student attendance. The data with respect to this
research question are shown in Table 7. In the table, the following are not significant
relationships: Teacher qualifications have a correlation of r = -.348, p = 0.186 with
student attendance that was greater than accepted significance level of 0.05 (the
calculated value being 0.186). Teacher experience has a correlation of r = -.030, p = .913
with student attendance that was greater than accepted significance level of 0.05 (the
calculated value being .913). Teacher age has a correlation of r = .480, p = .060 with
student attendance that was greater than accepted significance level of 0.05 (the
calculated value being .060). Teacher gender has a correlation of r = -.076, p = .779 with
student attendance that was greater than accepted significance level of 0.05 (the
calculated value being .779). These results indicate that there is no significant
relationship between teacher demographics of qualifications, experience, age and gender
with their perception of the effectiveness of single-gender classes on student attendance.
Therefore, the hypothesis is accepted.
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Ho4: There is no significant relationship between teacher demographics
of qualifications, experience, age and gender with their perception
of the effectiveness of single-gender classes on teacher-student
support relations.
A Pearson correlation was performed on a sample population of 16 teachers to
determine the relationship between teachers’ demographics and their perceptions of the
effectiveness of single-gender classes on teacher-student support relations. The data with
respect to this research question are shown in Table 7. In the table, the following are not
significant relationships: Teacher qualifications have a correlation of r = .144 p = 0.596
with teacher-student support relations that was greater than accepted significance level of
0.05 (the calculated value being 0.596). Teacher experience has a correlation of r = .031,
p = .910 with teacher-student support relations that was greater than accepted
significance level of 0.05 (the calculated value being .910). Teacher age has a correlation
of r = .216, p = .422 with teacher-student support relations that was greater than accepted
significance level of 0.05 (the calculated value being .422). Teacher gender has a
correlation of r = -.211, p = .433 with teacher-student support relations that was greater
than accepted significance level of 0.05 (the calculated value being .433). These results
indicate that there is no significant relationship between teacher demographics of
qualifications, experience, age and gender with their perception of the effectiveness of
single-gender classes on teacher-student support relations. Therefore, the hypothesis is
accepted.
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Ho5: There is no significant relationship between student gender, summer
school attendance, and previous school with their perception of the
effectiveness of single-gender classes on student academic
performance.
A Pearson correlation was performed on a sample population of 77 students to
determine the relationship between students’ demographics and their perceptions of the
effectiveness of single-gender classes on student academic performance. The data with
respect to this research question are shown in Table 8. In the table, the following are not
significant relationships: Student gender has a correlation of r = -.172, p = 0.135 with
student academic performance that was greater than accepted significance level of 0.05
(the calculated value being 0.135). Student summer school attendance has a correlation
of r = -.042, p = .715 with student academic performance that was greater than accepted
significance level of 0.05 (the calculated value being .715). Student previous school has
a correlation of r = -.096, p = .406 with student academic performance that was greater
than accepted significance level of 0.05 (the calculated value being .406). These results
indicate that there is no significant relationship between student gender, summer school
attendance, and previous school with their perception of the effectiveness of single¬
gender classes on student academic performance. Therefore, the hypothesis is accepted.
Ho6: There is no significant relationship between student gender,
summer school attendance, and previous school with their
perception of the effectiveness of single-gender classes on student
discipline.
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A Pearson correlation was performed on a sample population of 77 students to
determine the relationship between students’ demographics and their perceptions of the
effectiveness of single-gender classes on student discipline. The data with respect to this
research question are shown in Table 8. In the table, the following are not significant
relationships: Student gender has a correlation of r = -.197, p = 0.086 with student
discipline that was greater than accepted significance level of 0.05 (the calculated value
being 0.086). Student summer school attendance has a correlation of r = .015, p = .900
with student discipline that was greater than accepted significance level of 0.05 (the
calculated value being .900). Student previous school has a correlation of r = .065, p =
.574 with student discipline that was greater than accepted significance level of 0.05 (the
calculated value being .574). These results indicate that there is no significant
relationship between student gender, summer school attendance, and previous school
with their perception of the effectiveness of single-gender classes on student discipline.
Therefore, the hypothesis is accepted.
Ho 7: There is no significant relationship between student gender,
summer school attendance, and previous school with their
perception of the effectiveness of single-gender classes on student
attendance.
A Pearson correlation was performed on a sample population of 77 students to
determine the relationship between students’ demographics and their perceptions of the
effectiveness of single-gender classes on student attendance. The data with respect to this
research question are shown in Table 8. In the table, the following are not significant
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relationships: Student gender has a correlation of r = -.124, p = 0.283 with student
attendance that was greater than accepted significance level of 0.05 (the calculated value
being 0.283). Student summer school attendance has a correlation of r = -.015, p = .897
with student attendance that was greater than accepted significance level of 0.05 (the
calculated value being .897). Student previous school has a correlation of r = .137, p =
.234 with student attendance that was greater than accepted significance level of 0.05 (the
calculated value being .234). These results indicate that there is no significant
relationship between student gender, summer school attendance, and previous school
with their perception of the effectiveness of single-gender classes on student attendance,
thus the hypothesis is accepted.
Ho8: There is no significant relationship between student gender,
summer school attendance, and previous school with their
perception of the effectiveness of single-gender classes on teacher-
student support relationship.
A Pearson correlation was performed on a sample population of 77 students to
determine the relationship between students’ demographics and their perceptions of the
effectiveness of single-gender classes on teacher-student support relationship. The data
with respect to this research question are shown in Table 8. In the table, the following
are not significant relationships: Student gender has a correlation of r = -.176, p = 0.125
with teacher-student support relations that was greater than accepted significance level of
0.05 (the calculated value being 0.125). Student summer school attendance has a
correlation of r = -.019, p = .868 with teacher-student support relations that was greater
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than accepted significance level of 0.05 (the calculated value being .868). Student
previous school has a correlation of r = -.059, p = .611 with teacher-student support
relations that was greater than accepted significance level of 0.05 (the calculated value
being .611). These results indicate that there is no significant relationship between
student gender, summer school attendance, and previous school with their perception of
the effectiveness of single-gender classes on teacher-student support relations. Therefore,
the hypothesis is accepted.
Ho9: There is no significant difference between student perception of the
effectiveness of single-gender classes on student academic
performance, discipline, attendance and teacher perception of the
effectiveness of single-gender classes on student academic
performance, support relationships, discipline and attendance.
A one-way analysis of variance was performed on a sample population of 77
students and 16 teachers to determine the relationship between teachers and students
perceptions of the effectiveness of single-gender classes on academic performance,
support relationships, discipline and attendance. The results are displayed in Table 9 and
10. In null hypothesis 9, the results indicate that there is no significant difference
between teachers and students perceptions in terms of student attendance. The data
analysis yielded a calculated F value of (F[l,92] = 1.714, p = .194) since the calculated F
value of 1.714 < critical F value of 4.00 and having a probability of 0.194, which is
greater than the significance acceptance level of 0.05. There is no significant difference
between teachers and students perceptions in terms of student academic performance.
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The data analysis yielded a calculated F value of (F[l,92] = 2.54, p = .114) since the
calculated F value of 2.54 < critical F value of 4.00 and having a probability of 0.114,
which is greater than the significance acceptance level of 0.05. There is a significant
difference between teachers and students perceptions in terms of teacher-student support
relationship. The data analysis yielded a calculated F value of (F[l,92] = 4.644, p = .034)
since the calculated F value of4.644 > critical F value of 4.00 and having a probability of
0.034 which is less than the significance acceptance level of 0.05. There is no significant
difference between teachers and students perceptions in terms of student discipline. The
data analysis yielded a calculated F value of (F[l,92] = 1.981, p = .136) since the
calculated F value of 1.981 < critical F value of 4.00 and having a probability of 0.136,
which is greater than the significance acceptance level of 0.05. These results indicate that
there is no significant difference between student perception of the effectiveness of
single-gender classes on student academic performance, discipline, attendance and
teacher perception of the effectiveness of single-gender classes on student academic
performance, discipline and attendance.
Although teachers had a more positive response on average than students towards
single-gender classes, the data indicates that the average response of teachers and
students were neutral in their perceptions of single-gender classes (see Table 11).
However, there is a significant difference between students and teachers’ perceptions of
the effectiveness of single-gender classes on teacher-student support relationship.
Teachers (Mean = 3.58) had a higher perception of teacher-student support relationships
than students (Mean = 3.04). Therefore, the null hypothesis is rejected.
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Ho 10: There is no significant difference between male students’ perceptions of
the effectiveness of single-gender classes on student academic
performance, discipline, attendance, student-teacher support relations
and female students’ perceptions of effectiveness of single-gender classes
on student academic performance, discipline, attendance and teacher-
student support relations.
A one-way analysis of variance was performed on a sample population of 77
students to determine the relationship between male and female students’ perceptions of
the effectiveness of single-gender classes on academic performance, support
relationships, discipline and attendance. The results are displayed in Tables 10 and 12.
In null hypothesis 10, the results indicate that there is no significant difference between
male and female students’ perceptions of the effectiveness of single-gender classes on
student attendance. The data analysis yielded a calculated F value of (F[l,76] = 1.171, p
= .283) since the calculated F value of 1.171 < critical F value of 4.00 and having a
probability of 0.283, which is greater than the significance acceptance level of 0.05.
There is no significant difference between male and female students’ perceptions of the
effectiveness of single-gender classes on student academic performance. The data
analysis yielded a calculated F value of (F[l,76] = 2.284, p = .135) since the calculated F
value of 2.284 < critical F value of 4.00 and having a probability of 0.135, which is
greater than the significance acceptance level of 0.05. There is no significant difference
between male and female students’ perceptions of the effectiveness of single-gender
classes on teacher-student support relationship. The data analysis yielded a calculated F
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value of (F[l,76] = 2.401, p = .125) since the calculated F value of 2.401 < critical F
value of4.00 and having a probability of 0.125, which is greater than the significance
acceptance level of 0.05. There is no significant difference between male and female
students’ perceptions of the effectiveness of single-gender classes on student discipline.
The data analysis yielded a calculated F value of (F[l,76] = 3.032, p = .086) since the
calculated F value of 3.032 < critical F value of 4.00 and having a probability of 0.086,
which is greater than the significance acceptance level of 0.05. These results indicate that
there is no significant difference between male perceptions of the effectiveness of single¬
gender classes on student academic performance, discipline, attendance, teacher-student
support relations and female perceptions of effectiveness of single-gender classes on
student academic performance, discipline, attendance and student-teacher support
relations. Although males had a more positive response on average than female towards
single-gender classes, the data indicates that the average response ofmale and female
students were neutral in their perceptions of single-gender classes (see Table 9).
Therefore, the hypothesis is accepted.
Summary of Findings
The only significant relationship as determined by the inferential analysis of the
data indicates that there is a significant difference between teachers and students
perceptions of the effectiveness of single-gender classes in terms of teacher-student
support relationship. Teachers have a higher perception (Mean = 3.58) than students
(mean = 3.04) in terms of teacher-student support relationship. The analysis indicate that
the perceptions were neutral to somewhat agreeable to the effectiveness of single-gender
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classes and that there were no significant difference between male and female students, or
between teachers and students. Teachers had a higher perception of the effectiveness of
single-gender classes than students, and male students had a higher perception than
females, however, they were not statistically different. There was a significant difference
between students and teachers in terms of teacher-student support relationship where
teachers had agreed that single-gender classes were more effective.
Further analysis of the data indicates that there were no other significant
relationships; however, there were some descriptive observations. The ANOVA
descriptive analyses indicate that male students, although not significant had , a higher
perception of the effectiveness of single-gender classes than female students in terms of
student attendance, student academic performance, teacher-student support relationship,
and student discipline (see Table 12).
The ANOVA descriptive analysis also indicate that teachers, although not
significant had a higher perception of the effectiveness of single-gender classes than
students in terms of student academic performance, teacher-student support relationship,
and student discipline. However, students had a higher perception than teachers of the
effectiveness of single-gender classes on student attendance (see Table 11).
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Qualitative Data Analysis
Qualitative Responses to Research Questions 11-15: Administrators ’ Perceptions and
Student Academic Performance
Research Question 11: What are the administrative staff perceptions of
the effectiveness of single-gender classes and coed classes on student
academic performance?
According to the 75% of the administrators, students in single-gender classes
perform better because of their specific environment that stimulates different leaning
styles as evidenced by school wide benchmark assessment. There is some kind of
evidence that students in single-gender classes are benefiting academically since they are
learning in a less disruptive environment. However data has not been analyzed in the
past for 2006 GCRCT scores in order to validate the effectiveness of single-gender
classes at this middle school. A timeline had not been drawn up prior to his
implementation of single-gender classes at this school in 2003. Some administrators feel
that this is a data driven school and there has been no evidence o validate the
effectiveness of single-gender classes at this school.
Teachers did not receive adequate professional development prior to the
implementation of single gander classes in 2003. However efforts have been made and
are currently in effect to train teachers who are assigned single gander classes. This is
evidenced by the retreat that was held last summer in 2006 in order to allow staff
members to acquire knowledge on how to deal with single-gender classes. The training
of staffmembers gave an insight on positive gains on single gander classes, and guest
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such as GOALS organization that deals with single-gender schools had a greater
opportunity to share with the staff on how they can deal with students in single-gender
classes on sitting arrangement, classroom decor, teaching resources and learning styles.
The level of respect and discipline in single-gender classes was ranked from very good to
acceptable. Administrators feel that level of respect and discipline in single-gender and
coed classes depends on teacher methodologies. They shared the same sentiments that
both single-gender classes and coed classes should utilize the same curriculum since the
students take same standardized tests such as GCRCT. However instructional delivery
would be different in order to address the needs for single-gender classes and coed
classes To enhance best ways of addressing students in single-gender classes, teachers
received non-negotiables. Based on instruction and environment for boys and girls in the
following format; Instruction for boys, teachers will provide a minimum of two learning
activities per week, utilizing manipulatives.
Each team will provide at least one competitive learning activity per week.
Females: Staff members will provide a minimum of two cooperative learning activities
per week. Each girl will participate in a least one group related project per semester.
Every teacher will implement a weekly rewards system for students who meet behavioral
Enrolment for boys: Consistent rituals and routines will be posted in each classroom and
the common area of each learning community. Classroom libraries will contain a variety
of reading materials related to gender specific topics.
Environment for girls: Each teacher will implement a weekly rewards system for
students who meet behavioral or academic expectations. Classroom libraries will contain
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a variety of reading materials related to gender specific topics. Administrators in the
study pointed out that there is evidence that some teachers are utilizing strategies that
meet needs for students in single-gender classes. There is more competition in boy
classes than in coed classes. In girl classes, students seem to enjoy working in group
activities. However student aggregate attendance is almost the same in both single¬
gender classes and coed classes.
Student Attendance
Research Question 12: What are the administrative staff perceptions of
the effectiveness of single-gender classes and coed classes on student
attendance?
There is no difference in attendance between students in single-gender classes and
students in coed classes. The study reveals that there is no evidence to show the
effectiveness of single-gender classes in getting students to school on time ready to learn
Most administrators feel that single-gender classes would tend to reduce in and out of
school suspension than coed classes would do if teachers become more effective in
managing and monitoring students consistently. This would also depend on the level of
instruction. If teachers become consistent with effective teaching methodologies, this
would allow more students to stay focused and become more engaged on their tasks.




Research Question 13: What are the administrative staff perceptions of
the effectiveness of single-gender classes and coed classes on student
discipline and teacher student support relations?
Most administrators feel that parent conferences pertaining to student discipline
issues are held several times a week and days. The classroom climate depends on
delivery of instruction. Single-gender classes only show difference in decor as evidenced
by use of color in girl classes and dark colors in male classes, but the general conducive
learning environment depends on the learning styles and teacher methodologies. There
are some coed classes that are showing a positive climate for effective teaching and
learning. In the long nm, single-gender classes would tend to reduce in and out of class
disciplinary issues.
Teacher-Student Support Relations
Single-gender classes tend to promote teacher-student support relations than coed
classes would do. How ever this might also depend on individual teachers on how they
address their students, learning styles, level of instruction, and consistency in effective
teaching methodologies. There are classes that are showing teacher highest level of




Research Question 14: What are the media specialist perceptions of the
effectiveness of single-gender classes and coed classes on student
performance, attendance, discipline and teacher - student support
relations?
Academic performance
The media specialist expressed perceptions in favor of effectiveness of single¬
gender classes on students’ performance than coed classes. Students in single-gender
classes are performing better than students from coed classes and girls in single-gender
classes tend to outperform counterparts in coed classes. This is based on item analysis
she constantly analysis for different grad levels on school wide benchmarks. Sentiments
were given hat there is need for more professional development to teacher assigned
single-gender classes so that they may acquire best knowledge on how to deal with
students in single-gender classes. Students receive high amovmt of respect in single ender
classes and coed classes and the level of discipline in single-gender classes is acceptable
as compared to level of discipline in coed classes.
The media specialist feels that both students in single-gender classes and coed
classes should receive the same curriculum, but the teaching styles should be adaptable to
the context of the class gender in order to meet student needs. She feels some teachers
are utilizing teaching strategies that would enhance the teaching and learning process.
Few differences have been noted in single-gender classes as compared to coed classes.
Sitting arrangement in single-gender classes have been characterized by rows in male
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classes and group in female classes. There learning communities are distinguished with
color, male learning communities are colored blue and decorated with base ball uniforms
and female leaning communities are colored pink and decorated with colorful dresses.
This enhances student learning process. A lot of girls have been reported to be more
engaged in single-gender classes when the use colored pare than female students in coed
classes. Boys like to compose rap music in science classes and favor to read literature
that is gender related. There is a lot of competition in single-gender male classes than
male students in coed classes.
Attendance
The media specialist feels that single-gender classes are more effective in getting
students to school on time ready to learn. Students tend to keep up with time in single¬
gender classes that in coed classes. Single-gender classes tend to reduce in and out of
school suspension than cod classes would do, if teachers are consistent with classroom
management skills.
Discipline
The media specialist is not involved in parent conferences pertaining to student
disciplinary issues. The classroom climate in most single-gender classes is more colorful
and students tend to respond to color in a positive manner. A student tends to be more
engaged in ingle gender classes due to less disruption as compared to coed classes, but
generally feels that the climate depends on teacher level of instruction. If teachers would
receive adequate training n how to deal with single-gender classes, single-gender classes
would b be effective in reducing student disciplinary issues in and out of class.
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Teacher-Student Support Relations
Teacher-student support relations are the same in both single-gender classes and
coed classes. Students’ level of comfort in single-gender classes is higher than in coed
classes.
Support Teams Perceptions
Research Question 15: What are the support team perceptions of
effectiveness of single-gender and coed classes on student discipline,
attendance and teacher- student support relations?
Academic Performance
Students tend to concentrate better with fewer disruptions in single-gender classes
than in coed classes. There is evidence at the school that shows the impact of single¬
gender classes, such as improvement in benchmark test scores. The amount of respect
students receive from teachers in single-gender classes was ranked highest, and the level
of discipline was ranked very well. Students should learn the same curriculum but with
different learning styles. Support teams shared that teachers in single-gender classes are
utilizing teaching strategies that would enhance the teaching eind learning process.
Teachers in single-gender classes get more attention from students than teachers in coed
classes would get.
Discipline
Most of the support teams hold parent conferences pertaining to student
disciplinary issues at least several times a week. Classroom climate in both coed classes
and single-gender classes depends on instruction delivery. The only difference is
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classroom color that distinguishes male classes from female classes that are characterized
by colorful activities and also the sitting arrangement. Single-gender classes would more
effective in reducing student disciplinary issues than coed class, if teachers become
consistent with their classroom rituals and routines.
Attendance
Attendance is better in single-gender classes than coed classes and this depends
on external motivation from the teachers. Students tend to attend more classes if the level
of instruction is high and teachers provide reinforcement and become consistent in
effective teaching methodologies. However there is no evidence to support the
effectiveness of single-gender classes in reducing in and out of school suspensions.
Teacher-Student Support Relations
Students feel more comfortable in single-gender classes than in coed classes.
Teachers’ Open-Ended Responses
The majority of teachers felt that single-gender classes are more effective in
reducing classroom disruptions especially in female classes. Most teachers reported that
single-gender classes are effective because students feel more comfortable being around
their own gender. However the teachers feel that they are not so sure whether the
program will yield positive gains due to lack of teacher professional development and
evaluation tools that are adequate to measure the effectiveness of single-gender classes.
Most teachers are able to work closely with students who are falling behind. In terms to
the students volunteer peer tutoring, teachers feel that single-gender classes affords the
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opportunity to create a gender learning environment and the opportunity to further engage
and motivate students by incorporating gender based instructional activities. Single¬
gender classes can be effective with proper training and inservice to the staff assigned
single-gender classes.
Students’ Open-Ended Responses
The majority of boys and girls in single-gender classes like and enjoy single¬
gender classes since they learn more without classroom disruptions. They also reported
that they get along with their teachers. A few students felt that they should attend coed
classes since they o not want to be labeled as gay. They want to interact with peers of the
opposite gender so that they understand them better. Most student work more easily in
single-gender than they would do in coed classes. The boys like to compete among
themselves and girls like to share stories in groups as a way to improve their social
relations as females. They expressed that they do not suffer any intimidations and
ridicules like they would in coed classes. They are free to express themselves especially
to their female teachers.
Quantitative Summary of Findings
The only significant relationship as determined by the inferential analysis of the
data indicates that there is a significant difference between teachers and students
perceptions of the effectiveness of single-gender classes in terms of teacher-student
support relationship. Teachers have a higher perception (Mean = 3.58) than students
(Mean = 3.04) in terms of teacher-student support relationship.
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Further analysis of the data indicates that there were no other significant
relationships; however, there were some descriptive observations. The ANOVA
descriptive analyses indicate that male students, although not significant have a higher
perception of the effectiveness of single-gender classes than female students in terms of
student attendance, student academic performance, teacher-student support relationship,
and student discipline.
The ANOVA descriptive analysis also indicate that teachers, although not
significant have a higher perception of the effectiveness of single-gender classes than
students in terms of student academic performance, teacher-student support relationship,
and student discipline; however, student have a higher perception than teachers in terms
of student attendance.
Qualitative Summary of Findings
Administrative staff perceptions of effectiveness of single-gender classes and
coed classes on student academic performance reflected that, currently it is so difficult to
tell whether the results were impacted by the program, since there has not been an
evaluation instrument to measure the effectiveness of single-gender academy since 2003
when it was implemented by the former principal. However, the current principal is
making tremendous effort to create an evaluation tool that would be utilized to validate
the effectiveness of single-gender classes at this middle school. The administrators feel
that there is need to have more professional development to all staffmembers taking
single-gender classes and other staffmembers taking coed classes. A school retreat was
held in Georgia in 2006 for two days with a major goal to high light some of the major
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gains of single-gender classes. The administrators organized this retreat aiming at
mobilizing staff and edifying them on some of the best practices that have worked
positively in single-gender classes. Non-negotioables have been put in place and it seems
to be working in putting a clear distinction of single-gender classes with coed classes.
All single-gender classes have been painted blue for boys and decorated with gender
related items, pictures, clothing, and uniforms and in learning community 6 for the girls,
the walls have been painted pink and some teachers have reported that children are
responding positively to color. In classrooms, students have been noted responding to
colored paper. Students work faster and enthusiastically as compared to when they use
white paper. These are some of the non-negotiables that are yielding positive results.
Children have a choice to select gender related literature of their choice but are not
limited to these materials. Children learn better from a constructivism way. Children
decide for their learning materials. They are intrinsically motivated to choose what they
want to read. Single-gender classes are providing this special option to students to create
their own learning process. The study revealed that single-gender students perform better
than students in coed classes. However, there is need to train staff on best practices on
how to deal with students from single-gender classes. Single-gender classes provide
classroom climates free of fewer disruptions and more opportunities for competitive
activities for the boys and cooperative grouping for the girls. Both students from single¬
gender classes and coed classes should be exposed to the same curriculum since they sit
for the same standardized tests such as GCRCT. Teachers are expected to utilize
different learning styles suitable to meet the needs of students from single-gender and
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coed classes. More resources would enhance teacher instructional methodologies in
single-gender elasses.
Student attendance depends on external motivation such as teacher reinforcement both in
single-gender classes and coed elasses. The level of instruetion could also be a
determinant factor that would drive students to attend classes every day. Student
disciplinary issues would be minimized if teachers become more consistent with highest
level of instruction, rituals and routines.
Findings have revealed that single-gender classes provide comfortable
environment for students to learn free of fewer disruptions.
CHAPTER VI
IMPLICATIONS AND RECOMMENDATIONS
The teacher participants, administrators and support teams in the study showed
their perceptions in favor of single gender classes provided the school continues to
implement a strategic plan that provide more professional development and inservice
work shops on how to deal with students in single gender classes. Quantitative results
showed that teachers have a higher perception of effectiveness of single gender classes
over coed classes than student perceptions of the effectiveness of single gender classes
over coed classes. This may imply that students need a very rigorous explanation on how
and why they may benefit from attending single gender classes prior to coming to middle
school.
Adult participants in the study have a better understanding of how students may
benefit fi'om single gender classes. Suggestions may be drawn that 6th grade students
need to be addressed thoroughly on how they may perform better in single gender
classes. This is evidenced by some of their responses in open ended questions where they
stated that they prefer coed classes so that they may not be labeled as gay. Policy makers
need to explain fully to students why they have to be in single gender classes and how
they may benefit from the program. Policy makers need to outline the benefits to the
students prior to joining single gender classes.
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Quantitative results showed no relationship between teacher demographics with their
perceptions of the relative effectiveness if single gender classes on academic
performance, attendance, discipline and teacher-student support relations. This means
that teacher demographics did not affect the way they perceive the effectiveness of single
gender classes as a reform model at the school in study.
This may suggest that any qualified teachers can be assigned single gender classes
as long the policy makers and administrators, provide enough resources and professional
development to enhance the effective teaching methodologies that will meet student
learning goals. There were no significant differences between boys’ perception and girls’
perception on the effectiveness of single gender classes. This means that both boys and
girls in single gender classes share almost the same sentiments on single gender classes
though boys tend to have a higher perception in favor of single gender classes than girls
as evidenced by their coefficient mean values in quantitative data analysis. However,
most girls and boys indicted in open ended questions that they favor to be in single
gender classes since there are few disruptions.
Student demographics did not affect their perception of the effectiveness of single
gender classes against coed classes. This could mainly be a result ofmost students being
of the same age range and who did not attend summer school. In addition, the feeder
schools such as elementary school number 2 and elementary school number 1 are two
good schools that have been marked with a good history of discipline and making AYP.
Elementary school number 4 also demonstrated progress in terms ofAYP in the past.
This could probably be one reason why the majority of the participants did not show
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much difference in their perceptions. The researcher concluded that student
demographics in this study did not affect student perceptions of the effectiveness of
single gender classes on student academic performance, attendance, discipline and
teacher-student support relations.
This is evidenced by their responses in open ended questions where most of them
revealed that they favor single gender classes because they compete and learn better
without disruptions. Most students also highlighted that they get along very well with
teachers in single gender classes and hence they are learning better. The school has to
continue reinforcing and promote teacher-student support relations at all times.
The study results revealed that single gender classes benefit both male and female
through interaction with peers pursuing excellence in academic climate free of
distractions. The environment also provides students with an opportimity to identify with
peers and minimizes identity crisis. Study results as outlined from administrators and
support team perceptions interviews and teachers and students open ended responses
show that girls in single gender classes tend to outperform male counter parts in school
wide benchmark tests. This is a disparity that is usually not so common at times in coed
classes which is marked with less competition and a lot of distractions during class
sessions.
However experimentation with single gender classes is continuing with APS
system yet very little research has been pointed out and conducted on how to implement
the program in a way that will be measurable to students’ scores. Currently there is no
evaluation plan or timeline that leads to an evaluation tool for the reform program. This
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makes it very difficult to validate the effectiveness of single gender classes versus coed
classes.
The school in study implemented the reform without an effective plan that will be
utilized to measure the effectiveness of single gender classes. However, data gathered
from the administrators at the school revealed that there are great plans to evaluate the
standardized scores and in the near future, a survey will be conducted to find out how
parents feel about single gender classes. The future study will have to utilize instrument
that enforces parents to make suggestions on how their children can benefit better in
single gender classes.
This study showed that single gender classes offer positive gains for both females
and males. Girls tend to become more engaged in male dominated subjects such as
science and math. Single gender classes may promote students self esteem more than
coed classes would do, since students are free to interact with peers without any
intimidations.
For most administrators and staff, single gender classes are a vehicle for meeting
at risk students needs and not an end to itself. They view single gender as a way to
decrease distractions among boys and girls in order to improve students’ confidence in
school achievements.
The evaluation of effectiveness of single gender classes at the school in study was
undermined by implementation challenges such as lack of specific teaching resources for
single gender classes, professional development, strategic planning for single gender as a
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reform model. The school could have hired and recruited qualified personnel to deal with
single gender classes in the prior years for implementation of the single gender program.
Future plans at the school should allow parents to assess their children progress in single
gender and provide a feedback to the school periodically. A new study in the future
could be conducted to compare aggregate attendance of students in single gender and
coed classes. This would be one way to address one of the important key factors for the
AYP. Attendance is very important for AYP. Therefore, the school in this study should
conduct a study to compare attendance and identify indicators that promote attendance in
single gender classes.
One of the important factors outlined in the study was use of same curriculum.
The policy makers should maintain the same curriculum for both students in coed classes
and single gender classes. However, there is great need to provide necessary resources
that will enhance the teaching and learning process in single classes with a major goal to
accomplish school and state wide learning goals.
All students should meet the same learning goals with different learning styles.
Hence teachers need to be well equipped with learning tools, training that will strengthen
their expertise in dealing with students in single gender classes. Interviews from the
administrators at the school in study revealed that plans are in place to form a lot of
partnerships with research organizations that had dealt with single gender classes, such as
GOALS. The administrators have been attending workshops on single gender with an
effort to try and understand how the program can benefit students in attendance,
academic performance, and discipline and teacher support relations. Emphasis should be
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placed on how teachers can create more conducive learning climates by maintaining
classroom management skills consistently.
Teachers need to keep up with rituals and routines in both coed and single gender
classes. Whenever students receive the highest level of respect from teachers, they
reciprocate by respecting their teachers. While the study revealed that teachers are
utilizing strategies, there are some who feel that the traditional way of learning is the
best. This is the right time for staffmembers to become change agents and accept change
as a reform will benefit the child at risk. Effective learning styles may promote discipline
among learners since this enforces proper engagement of students efficiently.
Students tend to work better in single gender classes so teachers need to be more
consistent with their teaching methodologies.
Administrators pointed that teacher retention could be a factor that slows down
the validation of the effectiveness of single gender program at the school in study.
Teachers need to develop their expertise in single gender classes year after year and this
can be made possible if they are willing to continue teaching single gender classes.
Currently the school has a new group of staff on board dealing with single gender classes
and most teachers that were assigned single gender classes in the past transferred to other
schools. However, the new administrators are making enormous efforts to make sure that
teachers taking single gender classes receive adequate training.
Some incentives and rewards need to be put in place to retain teachers who might
be deciding to transfer. More training is required and the school in study should get in
partnerships with single gender schools that have done well in the past. More visits
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should be paid to such schools and guests invited to come and address students in single
gender classes so that children will appreciate a broader picture of learning in separate
classes. The new school administrator in this study needs to be recommended for
effecting single gender school visits. Some teachers in single gender classes and the
administrator had a chance to visit some well established schools outside the state of
Georgia. Feedback was provided in a staffmeeting and some of the plans adopted form
the visits are in place such as distinction of single gender classes by color. Girls learning
community is painted pink and boys learning community is painted blue.
There is need to address students in single gender classes so that they will not
see the reform model as a way to segregate them but a beneficial way to promote their
learning process. .
Recommendations
1. The researcher suggests to administrators to put in place an evaluation plan
for single gender classes in the form of a pretest and post test model
comparing single gender classes with coed classes.
2. Funding should be made available to train teachers assigned single gender
classes.
3. Administrators should also hold meeting with school coimcil and parents
based on effectiveness of single gender classes periodically. This way parents
would be able to enforce a clear understanding to their children on how they
may benefit from single gender classes.
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4. Policy makers may also draw up a plan that track students’ GCRCT scores
and compare with students’ GCRCT scores in coed classes for the school in
study since it was the first school in APS to implement single gender program
in 2003.
5. The researcher suggests that the school in study should get in partnership with
local single gender colleges such as Spelman College and Morehouse College
to allow students from these colleges to interact with students in single gender
classes as mentors. This would probably further allow single gender students
at the school in study to have a clear understanding of how they benefit in
single gender classes and why they have to be in single gender classes.
6. More research should be conducted to determine how students feel about




Use the scale below to check your response to the questions. Your responses will be
confidential. No one will be identified in responding to these items.
Student Attendance
1. Single gender class is more
effective in getting students attend
classes than a coeducational class.
Strongly
Disagree Disagree Neutral Agree
Strongly
Agree
2. Single gender class is more
effective in getting students to
school on time and ready to learn
than coed class.
3. Single gender class is more
effective in getting students
complete class assignments on
time than a coeducational class.
4. Single gender class is more
effective in getting students
complete homework and projects
on time than a coeducational
class.
5. Single gender classes tend to
reduce the number of student
absences than coed classes.
Student Academic Performance
6. Attending single gender class
would make you perform better in
class tests, and class assignments





7. Students feel more competitive to
work in a single gender class than
in a coeducational class.
Strongly
Disagree Disagree Neutral Agree
Strongly
Agree
8. Students feel more secure in
responding to teacher's questions
in single gender classes than in
coeducational classes.
Teacher - Student Support
Relationship
9. Students’ level of comfort in a
single gender class in higher than
in a coed class.
10. Students feel more comfortable
the way you address them in
single gender classes than in
coeducational classes.
11. Teachers in single gender classes
provide student support more than
in coed classes.
12. Single gender classes allow
teachers to assign gender specific
activities.
13. Single gender classes allow
teachers to use gender specific
d6cor to enhance learning.
14. Students in single gender classes
do better when taught by teacher
of the same sex than teacher of the
opposite sex.
15. Thegenderofthe teacher makes
no difference on student
performance.
Student Discipline
16 Single gender classes are more





17. Single gender classes are more




Disagree Disagree Neutral Agree
Strongly
Agree
18. Single gender classes would
reduce student chances ofbeing
suspended than coed classes.
19. Students feel more secure in
single gender classes than in
coeducational classes.
20. Single gender classes are more
effective in making students feel
safe in and out of class
coeducational classes.
21. Single gender classes are more
effective in reducing the number
of teacher- parent conferences
pertaining to student discipline
than coeducational classes.
22. Single gender classes are more
effective for students to work in
groups than coeducational classes.
23. In single gender classes, students
feel more confident to work than
in coed classes.
24. Teachers in single gender classes
face more classroom disruptions
than in coed classes.
Teacher Open-Ended Questions




Please answer the following questions by placing a check mark on the correct line
26. What is your highest earned degree?
Bachelors Masters Specialist Doctorate.
27. What grade do you teach?
Elementary Middle Secondary Post secondary
28. Number of teaching experience 0-4 5-10 10-15
15-20 20-35
29. Age Range 22-26 27-31 32-36 37-41 42-55.
30. Gender: Male Female
APPENDIX B
Student Questionnaire
Use the scale below to check your response to the questions. Your responses will be
confidential. No one will be identified in responding to these items.
Strongly




1. In single gender class, you attend
classes more than you would in a
coed class
2. In single gender class, you try to
get to school on time than you
would in coed class.
3. In single gender class, you
complete homework and class
assignments more than you would
in coed class.
4. In single gender class, you learn
more than you would in coed
class.
5. In single gender class, students
stay away from school less than in
coed class.
StudentAcademic Performance
6. In single gender class, you are
performing better than you would
in a coed class.
7. Students feel more capable to do
more work in a single gender
class than in a coed class.
8. I feel more competent in
responding to teacher's questions





9. I feel more comfortable working
in groups in a single gender class
than I would in a coed class.
Strongly
Disagree Disagree Neutral Agree
Strongly
Agree
Teacher - Student Support
Relationship
10. I prefer the way the teacher
addresses me in single gender
class than in coed class.
12. The activities that we do in single
gender class are more suitable to
us than in coed class.
13. I like the way my classroom is
decorated than it would be in a
coed class.
14. Students will learn better in single
gender class with the teacher of
the same sex than teacher of the
opposite sex.
15. I feel comfortable ifmy teacher is
of the opposite sex.
Student Discipline
16. Students in single gender class
cause less class disruption than
students in a coed class.
17. Students in single gender class get
fewer susftensions than students in
a coed class.
18. In single gender class, 1 am less
likely to be suspended than in
coed class.
19. Students feel more secure in
single gender classes than they
would in coed classes.
20. Single gender classes are more
effective in making students feel




21. I feel safer in single gender class
than I would in coed class.
22. Parents of students in single
gender class are less likely to be
called to deal with discipline than
parents of students in coed class.
23. Single gender classes are more
effective for students to work in
groups than they would in
coeducational classes.
24. In single gender classes, students
feel more confident to work than
they would in coed classes.
25 Students feel more competition in
single gender classes than in
coeducational classes.
26. Teachers who take single gender
classes face more classroom
disruptions than they would in
coed classes.




30. Any other comments:
Please answer the following questions by either placing a check mark on the correct line
or writing one word answer:
31. Your previous school
32. Current Grade
33. Did you attend summer school before your promotion to 6**’ grade? Yes No
34. Age Range: 11-12 13 and above
35. Gender: Male Female
APPENDIX C
Administrative Interview
Your responses will be confidential.
Student Performance1.Do you think students in single gender classes perform better than students in coed
classes? Why?2.Is there any evidence that shows the impact of single gender classes on student
academic performance at this school?3.Do you think teachers who have been assigned to take single gender classes
received adequate support to enhance their instruction?4.How do you rate the amount of respect that students receive from teachers in single
gender classes? Lowest, Low, Neutral, High, Highest.5.How do you rank the level of discipline in single gender classes as compared to
coed classes? Low, None, Acceptable, Very Good.6.Do you think it is appropriate to utilize the same curriculum for single gender
classes and coed classes? Explain
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1097.Did teachers who teach single gender classes receive different resources from
teachers taking coed classes? If so, what type of resources did they receive and
how do these resources influence student learning?8.Do you think teachers in single gender classes are utilizing teaching strategies that
would enhance the teaching and learning process?9.What differences did you note so far on teaching methodologies utilized by teachers
taking single gender classes compared to strategies utilized by teachers taking coed
classes?
Student Attendance10.How do you rate student aggregate attendance in single gender classes as compared
to student aggregate attendance in coed classes? Same, worse, better.11.Do you think single gender classes are more effective in getting students to school
on time ready to learn?
12 Do you think single gender classes are more effective in reducing in and out of
school suspension than coed classes would do?
Student Discipline
13. How often do you hold parent conferences pertaining to student disciplinary issues?
Not at all, once to twice a week, several times a week.
Appendix C
11014.How is the classroom climate in single gender classes different from classroom
climate in coed classes?15.Do you think single gender classes are more effective in reducing student
disciplinary issues in and out of class?
Teacher-Student Support Relations16.Do you think students’ level of comfort in single gender is higher than in coed
classes?17.Do you feel that students in single gender classes feel more free to ask their teachers
for assistance than in coed classes?
APPENDIX D
Support Team Interview
I am respectfully requesting your participation in this study on the effectiveness of single¬
gender classes. Your responses will be confidential. No one will be identified in
responding to these items.
Student Performance
1. Do you think students in single gender classes perform better than students in
coed classes? Why?
2. Is there any evidence that shows the impact of single gender classes on student
academic performance at this school?
3. Do you think teachers who have been assigned to take single gender classes
received adequate support to enhance their instruction?4.How do you rate the amount of respect that students receive from teachers in single
gender classes? Lowest, Low, Neutral, High, Highest.5.How do you rank the level of discipline in single gender classes as compared to
coed classes? Low, None, Acceptable, Very Good.6.Do you think it is appropriate to utilize the same curriculum for single gender
classes and coed classes? Explain
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1127.Did teachers who teach single gender classes receive different resources from
teachers taking coed classes? If so, what type of resources did they receive and
how do these resources influence student learning?8.Do you think teachers in single gender classes are utilizing teaching strategies that
would enhance the teaching and learning process?9.What differences did you note so far on teaching methodologies utilized by teachers
taking single gender classes compared to strategies utilized by teachers taking coed
classes?
Student Attendance10.How do you rate student aggregate attendance in single gender classes as compared
to student aggregate attendance in coed classes? Same, worse, better.11.Do you think single gender classes are more effective in getting students to school on
time ready to learn?
12 Do you think single gender classes are more effective in reducing in and out of
school suspension than coed classes would do?
Student Discipline
13. How often do you hold parent conferences pertaining to student disciplinary issues?
Not at all, once to twice a week, several times a week?
Appendix D (continued)
11314.How is the classroom climate in single gender classes different from classroom
climate in coed classes?15.Do you think single gender classes are more effective in reducing student
disciplinary issues in and out of class?
Teacher-Student Support Relations16.Do you think students level of comfort in single gender is higher than in coed
classes?17.Do you feel that students in single gender classes feel more free to ask their teachers
for assistance than in coed classes?
APPENDIX E
Frequency Tables: Female Students
Question 1
Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 11 26.2 26.2 26.2
Disagree 6 14.3 14.3 40.5
Neutral 9 21.4 21.4 61.9
Agree 9 21.4 21.4 83.3
Strongly Agree 7 16.7 16.7 100.0
Total 42 100.0 100.0
Question 2
Frequency Percent Valid Percent
Cumuiative
Percent
Valid Strongly Disagree 8 19.0 19.0 19.0
Disagree 8 19.0 19.0 38.1
Neutral 7 16.7 16.7 54.8
Agree 7 16.7 16.7 71.4
Strongly Agree 12 28.6 28.6 100.0
Total 42 100.0 100.0
Question 3
Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 9 21.4 21.4 21.4
Disagree 5 11.9 11.9 33.3
Neutral 8 19.0 19.0 52.4
Agree 10 23.8 23.8 76.2
Strongly Agree 10 23.8 23.8 100.0





Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 7 16.7 16.7 16.7
Disagree 6 14.3 14.3 31.0
Neutral 9 21.4 21.4 52.4
Agree 6 14.3 14.3 66.7
Strongly Agree 14 33.3 33.3 100.0
Total 42 100.0 100.0
Question 5
Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 12 28.6 29.3 29.3
Disagree 7 16.7 17.1 46.3
Neutral 7 16.7 17.1 63.4
Agree 6 14.3 14.6 78.0
Strongly Agree 9 21.4 22.0 100.0
Total 41 97.6 100.0
Missing System 1 2.4
Total 42 100.0
Question 6
Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 6 14.3 14.3 14.3
Disagree 11 26.2 26.2 40.5
Neutral 6 14.3 14.3 54.8
Agree 7 16.7 16.7 71.4
Strongly Agree 11 26.2 26.2 97.6
6 1 2.4 2.4 100.0




Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 13 31.0 31.0 31.0
Disagree 5 11.9 11.9 42.9
Neutrai 9 21.4 21.4 64.3
Agree 6 14.3 14.3 78.6
Strongly Agree 9 21.4 21.4 100.0
Total 42 100.0 100.0
Question 8
Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 10 23.8 23.8 23.8
Disagree 6 14.3 14.3 38.1
Neutral 8 19.0 19.0 57.1
Agree 8 19.0 19.0 76.2
Strongly Agree 10 23.8 23.8 100.0
Total 42 100.0 100.0
Question 9
Frequency Percent Valid Percent
Cumuiative
Percent
Vaiid Strongly Disagree 12 28.6 28.6 28.6
Disagree 7 16.7 16.7 45.2
Neutral 6 14.3 14.3 59.5
Agree 6 14.3 14.3 73.8
Strongly Agree 11 26.2 26.2 100.0
Total 42 100.0 100.0
Question 10
Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongiy Disagree 12 28.6 28.6 28.6
Disagree 7 16.7 16.7 45.2
Neutrai 7 16.7 16.7 61.9
Agree 10 23.8 23.8 85.7
Strongly Agree 6 14.3 14.3 100.0




Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 11 26.2 26.2 26.2
Disagree 5 11.9 11.9 38.1
Neutral 8 19.0 19.0 57.1
Agree 12 28.6 28.6 85.7
Strongly Agree 5 11.9 11.9 97.6
11 1 2.4 2.4 100.0
Total 42 100.0 100.0
Question 12
Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 8 19.0 19.0 19.0
Disagree 6 14.3 14.3 33.3
Neutral 8 19.0 19.0 52.4
Agree 14 33.3 33.3 85.7
Strongly Agree 6 14.3 14.3 100.0
Total 42 100.0 100.0
Question 13
Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 13 31.0 31.0 31.0
Disagree 3 7.1 7.1 38.1
Neutral 10 23.8 23.8 61.9
Agree 10 23.8 23.8 85.7
Strongly Agree 6 14.3 14.3 100.0
Total 42 100.0 100.0
Question 14
Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 11 26.2 26.2 26.2
Disagree 5 11.9 11.9 38.1
Neutral 9 21.4 21.4 59.5
Agree 9 21.4 21.4 81.0
Strongly Agree 8 19.0 19.0 100.0




Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 13 31.0 31.0 31.0
Disagree 5 11.9 11.9 42.9
Neutral 12 28.6 28.6 71.4
Agree 10 23.8 23.8 95.2
Strongly Agree 2 4.8 4.8 100.0
Total 42 100.0 100.0
Question 16
Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 12 28.6 28.6 28.6
Disagree 6 14.3 14.3 42.9
Neutral 8 19.0 19.0 61.9
Agree 10 23.8 23.8 85.7
Strongly Agree 6 14.3 14.3 100.0
Total 42 100.0 100.0
Question 17
Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 11 26.2 26.2 26.2
Disagree 4 9.5 9.5 35.7
Neutral 13 31.0 31.0 66.7
Agree 7 16.7 16.7 83.3
Strongly Agree 7 16.7 16.7 100.0
Total 42 100.0 100.0
Question 18
Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 8 19.0 19.0 19.0
Disagree 7 16.7 16.7 35.7
Neutral 11 26.2 26.2 61.9
Agree 8 19.0 19.0 81.0
Strongly Agree 8 19.0 19.0 100.0




Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 8 19.0 19.0 19.0
Disagree 7 16.7 16.7 35.7
Neutral 8 19.0 19.0 54.8
Agree 15 35.7 35.7 90.5
Strongly Agree 4 9.5 9.5 100.0
Total 42 100.0 100.0
Question 20
Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 7 16.7 16.7 16.7
Disagree 6 14.3 14.3 31.0
Neutral 11 26.2 26.2 57.1
Agree 15 35.7 35.7 92.9
Strongly Agree 3 7.1 7.1 100.0
Total 42 100.0 100.0
Question 21
Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 12 28.6 28.6 28.6
Disagree 8 19.0 19.0 47.6
Neutral 8 19.0 19.0 66.7
Agree 9 21.4 21.4 88.1
Strongly Agree 5 11.9 11.9 100.0
Total 42 100.0 100.0
Question 22
Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 13 31.0 31.0 31.0
Disagree 8 19.0 19.0 50.0
Neutral 12 28.6 28.6 78.6
Agree 4 9.5 9.5 88.1
Strongly Agree 5 11.9 11.9 100.0




Frequency Percent Valid Percent
Cumuiative
Percent
Valid Strongly Disagree 6 14.3 14.3 14.3
Disagree 5 11.9 11.9 26.2
Neutral 16 38.1 38.1 64.3
Agree 13 31.0 31.0 95.2
Strongly Agree 2 4.8 4.8 100.0
Total 42 100.0 100.0
Question 24
Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 8 19.0 19.0 19.0
Disagree 7 16.7 16.7 35.7
Neutral 11 26.2 26.2 61.9
Agree 15 35.7 35.7 97.6
Strongly Agree 1 2.4 2.4 100.0
Total 42 100.0 100.0
Question 25
Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 11 26.2 26.2 26.2
Disagree 3 7.1 7.1 33.3
Neutral 11 26.2 26.2 59.5
Agree 12 28.6 28.6 88.1
Strongly Agree 5 11.9 11.9 100.0
Total 42 100.0 100.0
Question 26
Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 10 23.8 23.8 23.8
Disagree 7 16.7 16.7 40.5
Neutral 13 31.0 31.0 71.4
Agree 8 19.0 19.0 90.5
Strongly Agree 4 9.5 9.5 100.0




Frequency Percent Valid Percent
Cumulative
Percent
Valid Parkside Elementary 11 26.2 26.2 26.2
Cook Elementary 2 4.8 4.8 31.0
Dobbs Elementary 2 4.8 4.8 35.7
Thomasville Elementary 18 42.9 42.9 78.6
Dunbar Elementary 2 4.8 4.8 83.3
Other 7 16.7 16.7 100.0
Total 42 100.0 100.0
Attend summer school before promotion to 6th grade
Frequency Percent Valid Percent
Cumulative
Percent
Valid Yes 4 9.5 9.5 9.5
No 38 90.5 90.5 100.0
Total 42 100.0 100.0
Age
Frequency Percent Valid Percent
Cumulative
Percent
Valid 11-12 37 88.1 88.1 88.1
13 and above 5 11.9 11.9 100.0
Total 42 100.0 100.0
APPENDIX F
Frequency Tables: Male Students
Question 1
Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 4 11.4 11.4 11.4
Disagree 9 25.7 25.7 37.1
Neutral 7 20.0 20.0 57.1
Agree 13 37.1 37.1 94.3
Strongly Agree 2 5.7 5.7 100.0
Total 35 100.0 100.0
Question 2
Frequency Percent Valid Percent
Cumulative
Percent
Valid Disagree 8 22.9 23.5 23.5
Neutral 11 31.4 32.4 55.9
Agree 10 28.6 29.4 85.3
Strongly Agree 5 14.3 14.7 100.0
Total 34 97.1 100.0
Missing System 1 2.9
Total 35 100.0
Question 3
Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 1 2.9 2.9 2.9
Disagree 5 14.3 14.3 17.1
Neutral 10 28.6 28.6 45.7
Agree 12 34.3 34.3 80.0
Strongly Agree 7 20.0 20.0 100.0





Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 1 2.9 2.9 2.9
Disagree 6 17.1 17.1 20.0
Neutral 7 20.0 20.0 40.0
Agree 11 31.4 31.4 71.4
Strongly Agree 10 28.6 28.6 100.0
Total 35 100.0 100.0
Question 5
Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 5 14.3 14.3 14.3
Disagree 7 20.0 20.0 34.3
Neutral 10 28.6 28.6 62.9
Agree 8 22.9 22.9 85.7
Strongly Agree 5 14.3 14.3 100.0
Total 35 100.0 100.0
Question 6
Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 1 2.9 2.9 2.9
Disagree 8 22.9 22.9 25.7
Neutral 9 25.7 25.7 51.4
Agree 8 22.9 22.9 74.3
Strongly Agree 9 25.7 25.7 100.0
Total 35 100.0 100.0
Question 7
Frequency Percent Valid Percent
Cumulative
Percent
Valid Disagree 11 31.4 31.4 31.4
Neutral 6 17.1 17.1 48.6
Agree 9 25.7 25.7 74.3
Strongly Agree 9 25.7 25.7 100.0




Frequency Percent Valid Percent
Cumuiative
Percent
Valid Strongly Disagree 2 5.7 5.7 5.7
Disagree 9 25.7 25.7 31.4
Neutral 5 14.3 14.3 45.7
Agree 10 28.6 28.6 74.3
Strongly Agree 9 25.7 25.7 100.0
Total 35 100.0 100.0
Question 9
Frequency Percent Valid Percent
Cumuiative
Percent
Vaiid Strongly Disagree 2 5.7 5.7 5.7
Disagree 11 31.4 31.4 37.1
Neutral 5 14.3 14.3 51.4
Agree 10 28.6 28.6 80.0
Strongly Agree 7 20.0 20.0 100.0
Total 35 100.0 100.0
Question 10
Frequency Percent Valid Percent
Cumuiative
Percent
Valid Strongly Disagree 2 5.7 5.7 5.7
Disagree 5 14.3 14.3 20.0
Neutral 10 28.6 28.6 48.6
Agree 11 31.4 31.4 80.0
Strongly Agree 7 20.0 20.0 100.0
Total 35 100.0 100.0
Question 11
Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 2 5.7 5.7 5.7
Disagree 5 14.3 14.3 20.0
Neutral 6 17.1 17.1 37.1
Agree 14 40.0 40.0 77.1
Strongly Agree 8 22.9 22.9 100.0




Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 1 2.9 2.9 2.9
Disagree 8 22.9 22.9 25.7
Neutral 6 17.1 17.1 42.9
Agree 11 31.4 31.4 74.3
Strongly Agree 9 25.7 25.7 100.0
Total 35 100.0 100.0
Question 13
Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 5 14.3 14.3 14.3
Disagree 10 28.6 28.6 42.9
Neutral 8 22.9 22.9 65.7
Agree 9 25.7 25.7 91.4
Strongly Agree 3 8.6 8.6 100.0
Total 35 100.0 100.0
Question 14
Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 4 11.4 11.4 11.4
Disagree 10 28.6 28.6 40.0
Neutral 14 40.0 40.0 80.0
Agree 6 17.1 17.1 97.1
Strongly Agree 1 2.9 2.9 100.0
Total 35 100.0 100.0
Question 15
Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 1 2.9 2.9 2.9
Disagree 5 14.3 14.7 17.6
Neutral 17 48.6 50.0 67.6
Agree 9 25.7 26.5 94.1
Strongly Agree 2 5.7 5.9 100.0
Total 34 97.1 100.0





Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 6 17.1 17.1 17.1
Disagree 15 42.9 42.9 60.0
Neutral 3 8.6 8.6 68.6
Agree 7 20.0 20.0 88.6
Strongly Agree 4 11.4 11.4 100.0
Total 35 100.0 100.0
Question 17
Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 5 14.3 14.3 14.3
Disagree 13 37.1 37.1 51.4
Neutral 8 22.9 22.9 74.3
Agree 7 20.0 20.0 94.3
Strongly Agree 2 5.7 5.7 100.0
Total 35 100.0 100.0
Question 18
Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 1 2.9 2.9 2.9
Disagree 9 25.7 25.7 28.6
Neutral 8 22.9 22.9 51.4
Agree 12 34.3 34.3 85.7
Strongly Agree 5 14.3 14.3 100.0
Total 35 100.0 100.0
Question 19
Frequency Percent Valid Percent
Cumulative
Percent
Valid Disagree 3 8.6 8.6 8.6
Neutral 9 25.7 25.7 34.3
Agree 19 54.3 54.3 88.6
Strongly Agree 4 11.4 11.4 100.0




Frequency Percent Valid Percent
Cumulative
Percent
Valid Disagree 1 2.9 2.9 2.9
Neutral 12 34.3 34.3 37.1
Agree 20 57.1 57.1 94.3
Strongly Agree 2 5.7 5.7 100.0
Total 35 100.0 100.0
Question 21
Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 3 8.6 8.8 8.8
Disagree 12 34.3 35.3 44.1
Neutral 7 20.0 20.6 64.7
Agree 8 22.9 23.5 88.2
Strongly Agree 4 11.4 11.8 100.0
Total 34 97.1 100.0
Missing System 1 2.9
Total 35 100.0
Question 22
Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 5 14.3 14.7 14.7
Disagree 9 25.7 26.5 41.2
Neutral 11 31.4 32.4 73.5
Agree 5 14.3 14.7 88.2
Strongly Agree 4 11.4 11.8 100.0
Total 34 97.1 100.0
Missing System 1 2.9
Total 35 100.0
Question 23
Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 3 8.6 8.6 8.6
Disagree 5 14.3 14.3 22.9
Neutral 10 28.6 28.6 51.4
Agree 11 31.4 31.4 82.9
Strongly Agree 6 17.1 17.1 100.0




Frequency Percent Valid Percent
Cumulative
Percent
Valid Disagree 3 8.6 8.6 8.6
Neutral 14 40.0 40.0 48.6
Agree 14 40.0 40.0 88.6
Strongly Agree 4 11.4 11.4 100.0
Total 35 100.0 100.0
Question 25
Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 1 2.9 2.9 2.9
Disagree 6 17.1 17.1 20.0
Neutral 13 37.1 37.1 57.1
Agree 9 25.7 25.7 82.9
Strongly Agree 6 17.1 17.1 100.0
Total 35 100.0 100.0
Question 26
Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 4 11.4 11.4 11.4
Disagree 8 22.9 22.9 34.3
Neutral 8 22.9 22.9 57.1
Agree 10 28.6 28.6 85.7
Strongly Agree 5 14.3 14.3 100.0
Total 35 100.0 100.0
Youur previous schooi
Frequency Percent Valid Percent
Cumulative
Percent
Valid Parkside Elementary 11 31.4 31.4 31.4
Cook Elementary 5 14.3 14.3 45.7
Dobbs Elementary 2 5.7 5.7 51.4
Thomasville Elementary 9 25.7 25.7 77.1
Dunbar Elementary 4 11.4 11.4 88.6
Other 4 11.4 11.4 100.0
Total 35 100.0 100.0
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Attend summer school before promotion to 6th grade
Frequency Percent Valid Percent
Cumulative
Percent
Valid Yes 11 31.4 31.4 31.4
No 24 68.6 68.6 100.0
Total 35 100.0 100.0
Age
Frequency Percent Valid Percent
Cumulative
Percent
Valid 11-12 31 88.6 88.6 88.6
13 and above 4 11.4 11.4 100.0
Total 35 100.0 100.0
APPENDIX G
Frequency Tables: Teacher Responses to the Individual Survey Questions
Question 1
Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 2 12.5 12.5 12.5
Disagree 4 25.0 25.0 37.5
Neutral 5 31.3 31.3 68.8
Agree 3 18.8 18.8 87.5
Strongly Agree 2 12.5 12.5 100.0
Total 16 100.0 100.0
Question 2
Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 4 25.0 25.0 25.0
Disagree 3 18.8 18.8 43.8
Neutral 6 37.5 37.5 81.3
Agree 1 6.3 6.3 87.5
Strongly Agree 2 12.5 12.5 100.0
Total 16 100.0 100.0
Question 3
Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 2 12.5 12.5 12.5
Disagree 4 25.0 25.0 37.5
Neutral 6 37.5 37.5 75.0
Agree 2 12.5 12.5 87.5
Strongly Agree 2 12.5 12.5 100.0





Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 3 18.8 18.8 18.8
Disagree 3 18.8 18.8 37.5
Neutral 6 37.5 37.5 75.0
Agree 2 12.5 12.5 87.5
Strongly Agree 2 12.5 12.5 100.0
Total 16 100.0 100.0
Question 5
Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 3 18.8 18.8 18.8
Disagree 2 12.5 12.5 31.3
Neutral 7 43.8 43.8 75.0
Agree 3 18.8 18.8 93.8
Strongly Agree 1 6.3 6.3 100.0
Total 16 100.0 100.0
Question 6
Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 1 6.3 6.3 6.3
Disagree 2 12.5 12.5 18.8
Neutral 4 25.0 25.0 43.8
Agree 8 50.0 50.0 93.8
Strongly Agree 1 6.3 6.3 100.0
Total 16 100.0 100.0
Question 7
Frequency Percent Valid Percent
Cumulative
Percent
Valid Disagree 4 25.0 25.0 25.0
Neutral 1 6.3 6.3 31.3
Agree 9 56.3 56.3 87.5
Strongly Agree 2 12.5 12.5 100.0




Frequency Percent Valid Percent
Cumulative
Percent
Valid Neutral 2 12.5 12.5 12.5
Agree 11 68.8 68.8 81.3
Strongly Agree 3 18.8 18.8 100.0
Total 16 100.0 100.0
Question 9
Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 1 6.3 6.3 6.3
Neutral 3 18.8 18.8 25.0
Agree 8 50.0 50.0 75.0
Strongly Agree 4 25.0 25.0 100.0
Total 16 100.0 100.0
Question 10
Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongiy Disagree 1 6.3 6.3 6.3
Neutrai 4 25.0 25.0 31.3
Agree 6 37.5 37.5 68.8
Strongiy Agree 5 31.3 31.3 100.0
Total 16 100.0 100.0
Question 11
Frequency Percent Valid Percent
Cumuiative
Percent
Valid Strongly Disagree 2 12.5 12.5 12.5
Disagree 4 25.0 25.0 37.5
Neutral 4 25.0 25.0 62.5
Agree 3 18.8 18.8 81.3
Strongly Agree 3 18.8 18.8 100.0
Total 16 100.0 100.0
Appendix G (continued)
Question 12
Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 1 6.3 6.3 6.3
Neutral 2 12.5 12.5 18.8
Agree 9 56.3 56.3 75.0
Strongly Agree 4 25.0 25.0 100.0
Total 16 100.0 100.0
Question 13
Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 1 6.3 6.3 6.3
Neutral 2 12.5 12.5 18.8
Agree 7 43.8 43.8 62.5
Strongly Agree 6 37.5 37.5 100.0
Total 16 100.0 100.0
Question 14
Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 3 18.8 18.8 18.8
Disagree 2 12.5 12.5 31.3
Neutral 8 50.0 50.0 81.3
Agree 1 6.3 6.3 87.5
Strongly Agree 2 12.5 12.5 100.0
Total 16 100.0 100.0
Question 15
Frequency Percent Valid Percent
Cumulative
Percent
Valid Disagree 4 25.0 25.0 25.0
Neutral 5 31.3 31.3 56.3
Agree 3 18.8 18.8 75.0
Strongly Agree 4 25.0 25.0 100.0




Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 1 6.3 6.3 6.3
Disagree 3 18.8 18.8 25.0
Neutral 4 25.0 25.0 50.0
Agree 6 37.5 37.5 87.5
Strongly Agree 2 12.5 12.5 100.0
Total 16 100.0 100.0
Question 17
Frequency Percent Valid Percent
Cumulative
Percent
Valid Disagree 4 25.0 25.0 25.0
Neutral 6 37.5 37.5 62.5
Agree 5 31.3 31.3 93.8
Strongly Agree 1 6.3 6.3 100.0
Total 16 100.0 100.0
Question 18
Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 1 6.3 6.3 6.3
Disagree 3 18.8 18.8 25.0
Neutral 6 37.5 37.5 62.5
Agree 5 31.3 31.3 93.8
Strongly Agree 1 6.3 6.3 100.0
Total 16 100.0 100.0
Question 19
Frequency Percent Valid Percent
Cumulative
Percent
Valid Neutral 7 43.8 43.8 43.8
Agree 7 43.8 43.8 87.5
Strongly Agree 2 12.5 12.5 100.0




Frequency Percent Valid Percent
Cumulative
Percent
Valid Disagree 1 6.3 6.3 6.3
Neutral 8 50.0 50.0 56.3
Agree 5 31.3 31.3 87.5
Strongly Agree 2 12.5 12.5 100.0
Total 16 100.0 100.0
Question 21
Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 2 12.5 12.5 12.5
Disagree 3 18.8 18.8 31.3
Neutral 8 50.0 50.0 81.3
Agree 2 12.5 12.5 93.8
Strongly Agree 1 6.3 6.3 100.0
Total 16 100.0 100.0
Question 22
Frequency Percent Valid Percent
Cumulative
Percent
Valid Disagree 2 12.5 12.5 12.5
Neutral 5 31.3 31.3 43.8
Agree 6 37.5 37.5 81.3
Strongly Agree 3 18.8 18.8 100.0
Total 16 100.0 100.0
Question 23
Frequency Percent Valid Percent
Cumulative
Percent
Valid Neutral 3 18.8 18.8 18.8
Agree 11 68.8 68.8 87.5
Strongly Agree 2 12.5 12.5 100.0




Frequency Percent Valid Percent
Cumulative
Percent
Valid Strongly Disagree 2 12.5 12.5 12.5
Disagree 5 31.3 31.3 43.8
Neutral 6 37.5 37.5 81.3
Agree 1 6.3 6.3 87.5
Strongly Agree 2 12.5 12.5 100.0
Total 16 100.0 100.0
Highest earned degree
Frequency Percent Valid Percent
Cumulative
Percent
Valid Bacheiors 10 62.5 62.5 62.5
Masters 4 25.0 25.0 87.5
Specialist 2 12.5 12.5 100.0
Total 16 100.0 100.0
What grade do you teach?
Frequency Percent Valid Percent
Cumulative
Percent
Valid Middle 14 87.5 87.5 87.5
Secondary 2 12.5 12.5 100.0
Total 16 100.0 100.0
Years of Teaching Experience
Frequency Percent Valid Percent
Cumulative
Percent
Valid 0-4 years 6 37.5 37.5 37.5
5-10 years 6 37.5 37.5 75.0
11-15 years 2 12.5 12.5 87.5
21-35 years 2 12.5 12.5 100.0




Frequency Percent Valid Percent
Cumulative
Percent
Valid 22-26 years old 2 12.5 12.5 12.5
27-31 years old 7 43.8 43.8 56.3
32-36 years old 3 18.8 18.8 75.0
37-41 years old 2 12.5 12.5 87.5
42-55 years old 2 12.5 12.5 100.0
Total 16 100.0 100.0
Gender
Frequency Percent Valid Percent
Cumulative
Percent
Valid Male 4 25.0 25.0 25.0
Female 12 75.0 75.0 100.0
Total 16 100.0 100.0
APPENDIX H
Letter ofConsent for Parents
Dear Parent:
I am a graduate student from Clark Atlanta University under the direction ofDr Trevor
Turner, of the Department ofEducational leadership. I am seeking permission for your
child's participation in a research on effectiveness of single gender classes.
The purpose of the study is to investigate the effectiveness of single gender classes and
coeducational classes on student achievement, discipline and attendance from the
perspective of students, teachers and administrators.
Your child’s participation will involve responding to questionnaires asking them to
compare single gender classes with co-educational classes which they attended prior to
being placed in the single gender academy.
There are no foreseeable risks or discomforts to your child from participating in this
study. We expect that the findings of this study will help school administrators and
teachers to improve their management of single gender classes in order to enhance
student achievement.
If you have any questions concerning this research study, please call me at 404 522 2072
or email address cmukono@yahoo.co.uk
Sincerely
Ms Coleen Mukono




Letter ofConsent for Students
Dear Student:
I am a graduate student from Clark Atlanta University under the direction ofDr Trevor
Turner, of the Department ofEducational leadership. I am seeking permission for your
participation in a research on effectiveness of single gender classes.
The purpose of the study is to investigate the effectiveness of single gender classes and
coeducational classes on student achievement, discipline and attendance from the
perspective of students, teachers and administrators.
Your participation will involve responding to questionnaires asking you to compare
single gender classes with co-educational classes which you attended prior to being
placed in the single gender academy.
There are no foreseeable risks or discomforts to your participation in this study.
We expect that the findings of this study will help school administrators and teachers to
improve their management of single gender classes in order to enhance student
achievement.
If you have any questions concerning this research study, please call me at 404 522 2072
or email address cmukono@yahoo.co.uk
Sincerely
Ms Coleen Mukono




Letter ofConsent for Teachers
Dear Teacher:
I am a graduate student from Clark Atlanta University under the direction ofDr Trevor
Turner, of the Department of Educational leadership. I am seeking permission for your
participation in a research on effectiveness of single gender classes.
The purpose of the study is to investigate the effectiveness of single gender classes and
coeducational classes on student achievement, discipline and attendance from the
perspective of students, teachers and administrators.
Your participation will involve responding to questionnaires asking you to compare
single gender classes with co-educational classes .There are no foreseeable risks or
discomforts to your participation in this study.
We expect that the findings of this study will help school administrators and teachers to
improve their management of single gender classes in order to enhance student
achievement.
If you have any questions concerning this research study, please call me at 404 522 2072
or email address cmukono@yahoo.co.uk
Sincerely
Ms Coleen Mukono




Letter ofConsent for Administrative Staff
Dear Administrator:
I am a graduate student from Clark Atlanta University under the direction ofDr Trevor
Turner, of the Department ofEducational leadership. I am seeking permission for your
participation in a research on effectiveness of single gender classes.
The purpose of the study is to investigate the effectiveness of single gender classes and
coeducational classes on student achievement, discipline and attendance from the
perspective of students, teachers and administrators.
Your participation will involve responding to questionnaires asking you to compare
single gender classes with co-educational classes .There are no foreseeable risks or
discomforts to your participation in this study.
We expect that the findings of this study will help school administrators and teachers to
improve their management of single gender classes in order to enhance student
achievement.
If you have any questions concerning this research study, please call me at 404-522-2072
or email address cmukono@yahoo.co.uk
Sincerely
Ms Coleen Mukono





This form is intended to protect the confidentiality ofwhat participants discuss during the
course of this study.
Please read the following statement and sign your name indicating that you agree to
comply.
I promise that I will not communicate or talk about information discussed during the







Student Survey Reliability Validation Tables
Student Attendance
****** Method 2 (covariance matrix) will be used for this analysis
RELIABILITY ANALYSIS - SCALE (ALPHA)
Mean Std Dev Cases
1. Ql 2.9467 1.3141 75.0
2. Q2 3.2667 1.3083 75.0
3. Q3 3.3600 1.3011 75.0
4. Q4 3.5067 1.3394 75.0
5. Q5 2.9067 1.4254 75.0
Correlation Matrix
Ql Q2 Q3 Q4 Q5
Qi 1.0000
Q2 .4878 1.0000
Q3 .5093 .6335 1.0000
Q4 .4686 .5465 .6616 1.0000
Q5 .2715 .2527 .3827 .3649 1.0000
N of Cases = 75.0
Nof
Statistics for Mean Variance Std Dev Variables
Scale 15.9867 25.1755 5.0175 5
Reliability Coefficients 5 items





****** Method 2 (covariance matrix) will be used for this analysis
RELIABILITY ANALYSIS - SCALE (ALPHA)
Mean Std Dev Cases
1. Q6 3.3247 1.3711 77.0
2. Q7 3.1169 1.4232 77.0
3. Q8 3.2208 1.4200 77.0
4. Q9 3.0779 1.4579 77.0
Correlation Matrix
Q6 Q7 Q8 Q9
Q6 1.0000
Q7 .6546 1.0000
Q8 .4425 .5860 1.0000
Q9 .4874 .4838 .5954 l.OOi












Reliability Coefficients 4 items




****** Method 2 (covariance matrix) will be used for this analysis
RELIABILITY ANALYSIS - SCALE (ALPHA)
Mean Std Dev Cases
1. QIO 3.1053 1.3621 76.0
2. Qll 3.2895 1.6068 76.0
3. Q12 3.3158 1.2983 76.0
4. Q13 2.8553 1.3536 76.0
5. Q14 2.8421 1.2864 76.0
















N of Cases = 76.0
Statistics for Mean Variance Std Dev
Nof
Variables
Scale 18.2632 32.9165 5.7373 6
Reliability Coefficients 6 items




****** Method 2 (covariance matrix) will be used for this analysis
RELIABILITY ANALYSIS - SCALE (ALPHA)
Mean Std Dev Cases
1. Q16 2.7500 1.3868 76.0
2. Q17 2.7763 1.3023 76.0
3. Q18 3.1447 1.2723 76.0
4. Q19 3.3026 1.1549 76.0
5. Q20 3.3026 1.0459 76.0
6. Q21 2.8026 1.3168 76.0
7. Q22 2.6579 1.2915 76.0
8. Q23 3.1447 1.1513 76.0
9. Q24 3.1579 1.0839 76.0
10. Q25 3.1447 1.2618 76.0
11. Q26 2.8947 1.2814 76.0
Correlation Matrix
Q16 Q17 Q18 Q19 Q20
Q16 1.0000
Q17 .3451 1.0000
Q18 .2550 .3578 1.0000
Q19 .2060 .4357 .6776 1.0000
Q20 .2643 .3832 .6380 .8283 1.0000
Q21 .3085 .3471 .4709 .5746 .6152
Q22 .5397 .4058 .4930 .4726 .5317
Q23 .3737 .3154 .2768 .3677 .4614
Q24 .4080 .3654 .4957 .6643 .6748
Q25 .2572 .2309 .3605 .5185 .5625
Q26 .3226 .3692 .1894 .3191 .3723
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Q21 Q22 Q23 Q24 Q25
Q21 1.0000
Q22 .3518 1.0000
Q23 .3621 .5090 1.0000
Q24 .5266 .5915 .6760 1.0000
Q25 .4668 .4644 .4351 .4998 1.0000
Q26 .2720 .3969 .4895 .4441 .3229
Q26
Q26 1.0000
RELIABILITY ANALYSIS - SCALE (ALPHA)
N of Cases = 76.0
Statistics for Mean Variance Std Dev
Nof
Variables
Scale 33.0789 87.6204 9.3606 11
Reliability Coefficients 11 items
Alpha = .8891 Standardized item alpha = .8940
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